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ABSTRACT
EFFECTIVE READING STRATEGIES THAT ENHANCE READING
COMPREHENSION FOR STUDENTS WITH SPECIFIC LEARNING DISABILITIES
By
Angela Erin Hinkle
July 2005

This curriculum project provides reading comprehension strategies for students
with Specific Learning Disabilities (SLD). This project material can be used with either
narrative texts or expository texts, that teach academic subjects. The use of graphic
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organizers, summarization techniques, strategic reading techniques, and vocabulary
instruction techniques are described and examined. Lesson plans that may be used with
current classroom curriculum guides and based on the researched reading comprehension
strategies are described.
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Chapter One
Background of the Project

Introduction
"Initially, reading instruction in the early grades emphasize.s learning to read. As
students move into the intermediate grades, there is a shift in the type of reading skills
required. The emphasis at this level is to gain information or to read to learn" (Gardill &
Jitendra, 1999, p. 2).
Specially designed instruction in the area of elementary reading often focuses on
how to increase reading fluency among young readers. Many primary curriculums focus
on phonics, phonemes, or sight-word instruction, to improve reading fluency. Successful
readers are able to break down the meaning of individual words and understand those
meanings to comprehend sentences that eventually form paragraphs on a page (Kucer,
2001). Talbott, Lloyd & Tankersley (1994) describe the process of comprehension as the
following:
Students must engage in several cognitive tasks as they read. First, they must
recognize words and associate them with familiar concepts and meanings; second,
they must recognize isolated sentences and sentence pairs and use those to build a
representation of the larger text. Poor readers often lack the skills necessary to
recognize words and sentences; as a result, they are unable to understand text (p.
223).
Most students are able to learn comprehension strategies independently. These
students do not need to be taught direct skills in order to comprehend what they read.
1
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However some students do need explicit instruction in how to develop their
comprehension abilities. Talbott, Loyd & Tankersley (1994) stress the importance of
teaching explicit comprehension strategies to students with learning disabilities and they
believe that without explicit instruction these students will have few means to recognize
words, derive meaning from sentences or build a larger vocabulary.
By the time students are fluent readers, they have been exposed to a variety of
expository literature including science, history, and literature based text. These materials
require critical thinking and text analysis for successful comprehension to occur.
Students with learning disabilities often lack the necessary skills needed in order to
comprehend text. In order to provide assistance for students with learning disabilities to
better comprehend text, strategies need to be explicitly taught. These strategies should be
easy to learn, and should be able to be applied to different reading tasks a student faces
throughout their academic career.
This curriculum project utilizes specific, research-based strategies that provide
students with the skills and strategies needed to organize material so that they can better
comprehend text. Comprehension strategies for students with specific learning
disabilities (SLD) are examined. More specifically, strategies that have been found to be
effective and appropriate for students with specific learning disabilities and in middle
grades (five, six, or seven) are explained in detail. This curriculum project is designed to
help students with learning disabilities choose a strategy that allows them to better
comprehend expository text along with other forms of literature. For the sake of this
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project, a fluent reader is considered a student who is able to read 100 or more words
correct per minute at a grade level.

Purpose of Project
The purpose of this project is to serve as an overlay curriculum for students with
specific learning disabilities. This project can be used with any narrative or expository
text. It provides carefully described strategies and explicit steps to teach the strategies to
students with specific learning disabilities.
This project has utilized practical methodologies to create an overlay curriculum
to improve comprehension abilities among intermediate grade students with learning
disabilities in reading. This curriculum is designed to fit the needs of those students who
appear to be lacking comprehension abilities. Although this curriculum is best used in a
self-contained educational setting or small group setting, it may be implemented in a
general education setting as well. Strategies are examined that may enable students to
develop reading comprehension abilities that can be generalized and utilized through a
variety of literature and genres.
Ellis & Lenze (1990) (in Salembier, 1999, p. 387) state, "A strategy is an
individual's approach to a task. It includes how a student thinks and acts when planning,
executing, and evaluating one's performance on a task and its outcomes". Teaching
students to use strategies such as visual imagery, paragraph summarization, mnemonic
procedures, and story mapping all are promising techniques in aiding reading success in
comprehension (Salembier, 1999).
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Significance of Project
This project explores solutions to reading comprehension problems that students
with learning disabilities are facing in school. In my opinion, not only are students with
learning disabilities struggling to comprehend narrative text, but they are also having
similar difficulties formulating strategies to comprehend what they read from expository
texts. There are, however, research-based strategies that can be utilized to improve
reading comprehension abilities in both narrative and expository text. This project
provides detailed instructional strategies, activities, and explicit lessons that are created
for those intermediate grade students diagnosed as having a specific learning disability.
Limitation of Project
Research articles obtained from scholarly journals were reviewed and analyzed to
create this curriculum. Research was examined dated from 1983 through 2005. This
curriculum will be especially beneficial for learning disabled readers who are having
difficulties comprehending expository and narrative texts. Research that pertained to
improving reading comprehension abilities among students with learning disabilities was
examined.
Not all of the research examined pertained to only students with specific learning
disabilities. Some research pertained to students considered as having reading difficulties
and students who were low achievers, or struggling students who were not in special
education. Instructional approaches for teaching reading comprehension strategies have
also been examined. The strategies that were reviewed have been modified for the
curriculum project, to fit the needs of students with specific learning disabilities. The
4
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modifications made were based on best teaching practices in special education for
students who were identified as having a learning disability.
Another limitation of this project is that it has not been tried with students who
have specific learning disabilities. It is suggested that classroom data indicating reading
comprehension needs to be collected prior to the use of this curriculum. This project
needs to be used along with a narrative or expository text curriculum it order to show its
effectiveness. After following through with one or two strategies taken from this
curriculum, it is recommended that classroom data be revisited to see if reading
comprehension scores, indeed, did improve. If those scores did not improve, perhaps
different strategies, derived from this curriculum, should be introduced to the student.
Definition of Terms
1. Specific learning disability (SLD)

a. WAC 392-172-128 " ... a student has a specific learning disability if:
(1) The student does not achieve commensurate with his or her age and

ability levels in one or more of the areas listed in subsection (2) of this
section, if provided with learning experiences appropriate for the student's
age and ability levels;
(2) The group finds that a student has a severe discrepancy between
achievement and intellectual ability in one or more of the following areas:
(a) Oral expression.
(b) Listening comprehension.
(c) Written expression.
5
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(d) Basic reading skill.
(e) Reading comprehension.
(f) Mathematics calculations.

(g) Mathematics reasoning ... "
b.

" ... a disorder in one or more of the basic psychological processes
involved in understanding or using spoken or written language that
may manifest itself in an imperfect ability to listen, think, speak, read,
write, spell or to do mathematical calculations, including conditions
such as perceptual disabilities, brain injury, minimal brain dysfunction,
dyslexia, and developmental aphasia ... " (OSPI, Rules for the
Provision of Special Education to Special Education Students, WAC
392-172-126, 2002).

2. Specially designed instruction
" ... 'Specially designed instruction' means organized and planned
instructional activities which adapt, as appropriate, to the needs of eligible
students under this chapter, the content, methodology or delivery of
instruction ... "(OSPI, Rules for the Provision of Special Education to
Special Education Students, WAC 392-172-045, 2002).
3. Reading fluency
"Ability to read a text quickly with accuracy and expression; freedom
from word-identification problems that might hinder comprehension in
silent reading or the expressing of ideas in oral reading; automaticity"
6
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(Washington State's Essential Academic Learning Requirements, 2003,
p.49).

4. Comprehension strategies
"A procedure or set of steps to follow in order to enhance text
understanding (e.g., making inferences, predicting outcomes)"
(Washington State's Essential Academic Requirements, 2003 p. 48).
5. Special education
" ... Specially designed instruction provided to students who meet one of
the eligibility categories including specific learning disabled." (OSPI,
Rules for the Provision of Special Education to Special Education
Students, WAC 392-172-045, 2002).
6.

Expository text
"Writing that is designed to explain or provide information" (Gunning, 2005,
p. 327).

7. Genre
"Terms used to classify literary and informational works into categories
(e.g., biography, mystery, historical fiction)" (Washington State's
Essential Academic Learning Requirements, 2003 p. 49).
8. Prior knowledge
"The knowledge that stems from previous experience. Note: prior knowledge
is a key component of the schema theory of reading comprehension"
(Washington State's Essential Academic Leaming Requirements, 2003 p. 51)
7
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9. Gist
"The most central thought or idea in a text" (Washington State's Essential
Academic Leaming Requirements, 2003 p. 49).
10. Overlay Curriculum
A collection of strategies that may be used with expository and narrative texts.
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Chapter Two
Review of Literature

Introduction
According to the Washington Administrative Code (WAC 392-172-126 through
392-172-132, OSPI, 2002), in order for a student to qualify to receive special education
services, under the handicapping condition of "specific learning disabled", the evaluation
team must look at three major qualifications. The student must have a severe
discrepancy between ability and achievement. The student also must be in need of
specially designed instruction, as well as have a disability that significantly impacts their
educational performance in the general education curriculum.
Boyle (1996), states it is estimated that 75% of students in special education with
learning disabilities have a reading disability as their primary disability. It is further
stated that by high school the majority of these students are only able to read at a fourthgrade reading level. Reading is a difficult skill for older students with reading disabilities
because the demands on students in integrated settings include: following written and
oral directions, recalling information for tests, reading at grade level, completing
homework assignments, and following written and oral directions. Students are also
expected to be able to locate answers to questions in text. It is speculated that students
with disabilities have so much difficulty comprehending what they read because they lack
meta-cognitive and strategy use in this area. Boyle further says it is widely agreed upon
by researchers that students with mild learning disabilities are capable of improving this
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skill if they are explicitly taught specific techniques or strategies that help them to
organize, elaborate and encode information from texts.
Gardill & Jitendra ( 1999) emphasize the fact that in the elementary grades, the
emphasis in reading is to get students to sound out the words to become fluent readers.
As students get older, the task of reading changes. In the middle and upper grades,
students are expected to read to learn, rather than learn to read. This is a huge challenge
for students identified as having a specific learning disability. Williams (2000) also
stated that twenty years ago, research focused on improving decoding abilities to assist
students with learning disabilities in efforts to improve reading comprehension abilities.
Today, researchers are focusing on discovering specific thinking activities that can help
to improve reading comprehension for students with learning disabilities.
Gardill & Jitendra (1999), indicate the need to provide students with strategies to
use while reading expository and narrative text. This curriculum project is divided into
four major parts: instructional strategies that include graphic organizers, summarization
techniques, strategic reading, and vocabulary instruction.
Graphic organizers are visual representations of concepts from expository or
narrative texts. Summarization techniques often involve mnemonic devices to help
students remember what they read, and to better summarize what they read. Strategic
reading strategies provide students with specific strategies before, during, and after they
read a passage. Vocabulary instruction involves teaching word meanings in and out of
context. All strategies discussed in this project are targeted to increase the reading
comprehension abilities for students with learning disabilities.
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Graphic Organizers

Graphic organizers are simply visual representations of text used to facilitate the
comprehension of text. Graphic organizers may include semantic maps, cognitive maps,
story maps, framed outlines, and Venn diagrams or any other visual depiction one may
create. Graphic organizers have been proven, through experimental research, to be an
effective tool in facilitating comprehension (Doyle, 1999).
Graphic organizers provide a framework for students to organize new information
with old information. They also allow students to organize parts of literature in a much
more visual format. Because graphic organizers are visual tools, students have a higher
likelihood to recall, retain and learn from expository text, when using graphic organizers
to aid their comprehension (Doyle, 1999).
According to Kim, Vaughn, Wanzek, & Wei (2004), graphic organizers are most
successful when students create their own so that they are better able to connect their
prior knowledge to the textual information being read. Graphic organizers constructed by
teachers are less successful when it comes to improving comprehension of expository
texts. However, these do provide a valid starting point for teachers and students.
Students who have learning disabilities may already have reading difficulties,
which make learning study skills particularly challenging. This is why students can
benefit from learning step-by-step strategies that facilitate the comprehension of
expository text. Visual displays of information such as graphic organizers possibly help
student organize verbal information and thereby improve their own ability to recall that
information (Kim, Vaughn, Wanzek, & Wei (2004).
11
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Graphic organizers can be used before a variety of instructional activities to
activate prior knowledge and are effective when integrating new information with old
information. Graphic organizers may be used to summarize learning, organize ideas for
writing, assess student learning, or to provide a framework for review of concepts (Doyle,
1999). Each type of graphic organizers that can be used with students who have learning
disabilities will now be reviewed.
Semantic Word Maps

Semantic maps are visual representations to help students see how words relate to
one another. Semantic word maps allow students to cluster words that fall under the
same topic or category (Vacca & Vacca, 2005). First a list of terms has to be generated
regarding one key concept. Then students organize those words on a blank piece of
paper. Words and phrases are generally used for the creation of semantic maps.
However, shapes such as circles, rectangles, boxes and ovals can also be used to
differentiate or separate words and phrases from each other. The design can be left up to
the student. Semantic maps are best used after students have read a selection regarding a
new topic. It allows students to outline content material as they read through the text.
Semantic maps are also useful when teaching new vocabulary or concepts to
students with learning disabilities because they help students to base a new vocabulary
word or concept to prior learned words or concepts. It helps to connect a student's prior
knowledge with new knowledge. A semantic map can look like:
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Concept: Tools
Words: pencil, hammer, paper, measuring tape, eraser, pencil sharpener, nails,
wood
Tools to build a birdhouse
1. hammer
2. nails
3. measuring !ape
4. pencil

Tools to write a sto01
1. pencil
2. paper
3. eraser
4. pencil sharpener

Tools that can be used for BOTH
1. pencil

Cognitive Maps
Cognitive maps are used to outline new information, such as information from
expository text. It allows students to visually rearrange topics, sub-topics, details, and
outcomes. The purpose of teaching students cognitive mapping strategies is to impose a
systematic structure that they can use through organizing and sequencing information.
Cognitive maps are a type of graphic organizer that has been proven through
experimental research to enhance the inferential and literal comprehension among
students with specific learning disabilities (Boyle, 1996). According to Kim, Vaughn,
Wanzek, & Wei (2004), it is also suggested that cognitive maps with and without
mnemonics, are successful when improving the reading comprehension for learning
disabled students.
Cognitive mapping involves the use of lines, arrows, and any other spatial
arrangement that is used to describe the content of text, structure, or key conceptual
relationships (Boyle, 1996). These specific types of graphic organizers allow students to
arrange ideas and details from texts. This allows implicit relationships between the
13
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details and ideas to come to the surface and to be made explicit. Cognitive maps, as
example, can look like the following:
TOPIC l _ _ _ __

TOPIC 2._ _ _ __

FACTS

FACTS

*

*

*

*

*

*

However, it is not only the use of cognitive maps that may help students with
learning disabilities comprehend what they read, it is also the way in which the strategy is
taught to the students. Students need to be guided through all of the instructional steps by
teachers or peers. Cognitive maps may successfully be taught through reciprocal
teaching methods as well (Boyle, 1996).
Boyle (1999) conducted a study using thirty students with mild disabilities who
had poor reading comprehension (based on standardized assessments). These students
were divided into groups based on disability, grade, and overall reading achievement.
One group was assigned as an experimental group. The experimental group was exposed
to the cognitive mapping strategy. Students were explicitly taught how to independently
create cognitive maps based on reading passages. The study indicated that the students
who were taught this strategy exhibited substantial growth in literal and inferential
comprehension measures.
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Darch & Eaves ( 1986) conducted two studies regarding the use of cognitive
mapping strategies with students who had learning disabilities (as cited in Boyle, 1999).
In the first study, teacher-made cognitive maps were created to see if it would enhance
the students' ability to recall information from lectures. This was done with fourth, fifth,
and sixth grade students with learning disabilities. Results indicated that those students
who used the cognitive maps scored higher on immediate recall probe tests as well as a
delayed recall posttest. However, this specific intervention also showed that students
were not able to generalize this skill independently.
The second study conducted by Darch & Eaves (1986) utilized high school
students with learning disabilities. Students in the experimental group received cognitive
maps regarding the daily lesson in science. They were then administered unit tests that
measured immediate recall, a posttest that measured delayed recall, a maintenance test as
well as a transfer test. Results indicated that teacher-made cognitive maps that were
provided to students during lectures showed to be a successful tool to use in order to
increase students abilities to recall information from the lesson in a variety of manners.
Boyle (1996) was not completely satisfied with the results indicated from the
studies described above, so he set up his own experiment. He believed that although the
results of the previous experiments may have proven that students with learning
disabilities were able to recall what they read in a factual format, it had not been fully
determined if these students comprehended what they were reading even through they
were able to recall information.

15

16
He set up an experiment with middle school students in which twenty students
had specific learning disabilities and ten students qualified under the handicapping
condition of educable mental retardation (EMR), according to Kansas State guidelines.
The students were then additionally divided into two different groups that were
determined to be statistically equivalent. One group received instruction on how to
utilize the cognitive mapping procedure while the other group received no instruction in
cognitive mapping.
After students read the passage, each responded to fifteen questions that included
both literal and inferential questions. The reading passages were presented two years
below their placed grade level. Students were taught how to use cognitive maps when
they read a story using a mnemonic strategy. Students were taught this new strategy
through four major phases of the experiment: the introductory and mnemonic phase, the
strategy practice phase, and the posttest phase.
The results of this study indicated that when students with mild disabilities were
explicitly taught the cognitive mapping strategy, they were able to increase literal and
inferential knowledge derived from short reading passages. This study also concluded
that students with disabilities were able to independently select and relate ideas from text
into the form of an accurate and useful cognitive map.
The Stanford Diagnostic Reading Test (SDRT) was used before and after the
experiment and results were similar to other studies. Results indicated that students with
learning disabilities often fail to generalize new skills into a variety of situations (i.e.
formal assessments). In this particular experiment, students were not explicitly taught
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how to use cognitive mapping for a variety of different tasks. If they had been taught
this, perhaps the results would have been different. However, other researchers suggest
that students with learning disabilities often perform poorly on standardized assessments
due to 'careless mistakes' (Boyle, 1996).
Overall, using a cognitive mapping strategy with students who have diagnosed
learning disabilities improves their ability to recall and comprehend knowledge that is
literal (factual) and inferential (implied). Teachers should encourage the use of cognitive
maps in a variety of situations, so that students with learning disabilities are able to
generalize the skill into different academic situations. Cognitive mapping offers students
the opportunity to mediate and facilitate basic text content as it applies to their own
schema. Cognitive maps are also a useful tool to help student's link prior information to
new information (Boyle, 1996).
Story maps
According to Gardill & Jitendra (1999) story map instruction is one technique that
has been proven to facilitate reading comprehension among students with learning
disabilities. If story-mapping instruction is delivered in a direct instruction format,
research suggests that it promotes comprehension of text structure. The use of story
maps serves as a simple and effective framework for narrative text. Story maps reflect
the linkage between characters and events from a passage and are presented in a visual
format. Story maps may be used as a pre-reading activity or a post-reading activity.
Story maps can look like the following:
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c:::==~~

Lost a kitten

Returned the kitten
to Molly

Bob

Sam

(

Found the
kitten

Dimino (1990), as cited by Gardill & Jitendra (1999), conducted a study that
involved six students identified as having a learning disability (as defined under
Pennsylvania State guidelines). These six students were given explicit instruction in the
story mapping procedure to see if it would increase the student's ability to retell a story in
an oral format. These six students were in the fifth and sixth grade and were reading out
of a basal program with a readability grade level of 4.1-6.9. Each of the stories within the
basal reader had an identifiable main character that experienced a problem or a conflict.
Therefore, the story mapping instruction focused on story elements such as characters,
problem, attempts/resolutions, and twists.

(
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Student's ability to comprehend the material was assessed by using two methods:
Basal comprehension questions and story grammar tests consisting of ten items. These
test questions were literal and inferential. Student answers were then assessed and
awarded two, one, or zero points. Comprehension was also measured using story retells.
Story retells were assessed based on the number of words used to retell the story, correct
word sequences and how many sentences were used to retell the story.
During the baseline period of this study, instruction focused on establishing a
purpose for reading, reviewed key information and then students orally read the stories
and answered comprehension questions. The advanced story mapping instruction was
considered the intervention. During this part of the study students were given a 'story
map note sheet' to help them identify story grammar and elements.
Students were taught in pairs from baseline to intervention to generalization and
maintenance conditions. During the intervention, students were taught in pairs by having
the teacher model, and lead story mapping procedures. Students also were given the
chance to practice independently. The instruction was teacher directed and the
completion of the story mapping was completely modeled.
The modeling phase was very specific when pertaining to the delivery of
instruction and content of instruction. On day one, the teacher provided a rationale for
story mapping instruction as well as introduced any background information needed.
Day one was also utilized to introduce new vocabulary and briefly introduced story
grammar elements. The teacher then provided explicit instruction on how to use story
maps for two stories.
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On day two, the teacher modeled an explicit think aloud during the use of the
story map. At the same time, students were asked to respond on their own individual
note sheets. Next, the teacher modeled a strategy to analyze characters so that the theme
of the story could easily be determined.
During day three and four, the teacher modeled identifying the character's
attempts to solve the problem of the story. All of these story elements were recorded on
the note sheet. Last, the instruction focused on the theme of the story (main idea). This
was discovered by using the information on the note sheet. It was important that the
instructor emphasize that there may be more than one theme. After the students
completed the story map, students completed the basal comprehension test and story
grammar assessment.
The students were then put through the last three stages including the lead phase,
independent practice phase, and the generalization and maintenance phase. During the
lead phase more responsibility was given to the students to find the answer rather than
having the instructor provide the answer. In this phase the instructor expected responses
from the students. With guidance, students completed their own note sheets
independently and then went onto complete the story grammar and basal comprehension
tests.
Also in the lead phase, specific procedures were given to correct students when a
mistake was made in answering implicit information, explicit information, and theme
identification. These procedures are described by Gardill & Jitendra (1999) based on the
findings of Dimino (1988). If a student was unable to answer a question that could
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directly be found in the text, then they were asked to re-read the part of the text that had
the answer. If a student was unable to answer a question regarding judgment or
inference, they were then shown the pertinent information in the text or on their note
sheet. If a student continued to have difficulty following the instructor's prompts, only
then was the correct answer modeled. If a student had difficulty identifying a main ideas
or theme of the story the process was modeled by the instructor by using previously read
stories.
During the independent phase of this study, students read three new stories and
independently completed the story note sheets. Story elements were discussed and then
the students were asked to complete the grammar and basal comprehension tests the next
day. Students remained in this phase until they attained a criterion of 80% correct or
better for two out of three grammar tests.
The last phases were the generalization and maintenance phase. During these
phases, generalization of the skill was assessed using a short story from the fifth-grade
Houghton Mifflin basal reading program that the students had not previously read. This
study assessed maintenance of the skill by using a short story from the Silver, Burdett,
and Ginn reading program that had not been used from previous instruction. Students
were only encouraged to use note sheets (story maps). After finishing the story, the
students completed the story grammar and basal comprehension tests.
Results of this experiment indicated an increase in reading comprehension for all
students based on the story grammar assessments that followed the use of advanced story
map instruction. However, the scores on the basal comprehension questions varied. The
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overall mean scores increased for all students who were exposed to the intervention
phase.
Further results were described in the model phase, lead phase, independent phase,
and generalization and maintenance phase. During the model phase story grammar
comprehension improved to 51 % (range= 37%-59% ). For two out of the six students, an
upward trend was discovered during this phase. For one student, theme and setting
identification scores decreased by 14% and 29% respectively. However, the mean level
basal comprehension scores increased to 13% (range= 2%-24%). Three students
increased their abilities to answer literal and inferential comprehension questions. One
student's scores regarding literal and inferential comprehending remained the same,
while another student's ability to do so dropped 7%.
During the lead phase, story grammar scores improved drastically for all students
when compared to the baseline scores. These scores showed an average increase of 52%
(range=38%-63%). Student scores indicated a mean increase of 16% (range= 7%- 26%)
on basal comprehension tests. When compared to the baseline scores, all students'
performance showed an increase in literal and inferential comprehension.
Results of the independent phase of the study concluded that scores on the story
grammar tests improved an average of 55% (range= 40%-67%) when compared to the
baseline. Five out of six students showed an increase in story grammar components.
Students also made progress based on the basal comprehension tests resulting of a mean
increase of 24% (range=5%-26%).
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This study appears to support the fact that reading strategy skills can be
generalized as well as maintained over time for students diagnosed with leaning
disabilities. Generalization effects were evident for all students on resolution, attempt,
theme, and setting. Five out of six student's performance indicated generalization for the
remaining four components. Student's ability to maintain their new skills increased an
average of 19% (range= 6%-38%) when looking at the story grammar test. Students
were also able to maintain their abilities to identify the 'problem' and 'twist' (except one
student). Four out of the six students indicated maintenance effects on the setting and
resolution. Students' abilities to retell a story following the intervention only improved
moderately to slightly. Story retells were measured based on the number of words in a
student response, CWS, t-units, and sentences recalled from the story.
Overall this study indicates that with story mapping interventions, students can
show substantial progress when assessed by using story grammar tests, story grammar
components, and literal and inferential comprehension. However, more variable progress
was found when using basal comprehension tests. A possible reason for the variable
scores may be because the questions taken from the basal didn't necessarily focus on
grammar components. This study shows the positive significance of using direct
instruction of advanced story mapping skills and how this strategy can directly improve
reading comprehension abilities of students identified as having a specific learning
disability. These results are promising because students with learning disabilities often
have difficulties generalizing learned skills.
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Venn diagrams

Venn diagrams are a visual representation that can be utilized to find differences
and similarities between two or more concepts. This particular type of graphic organizer
uses circles that overlap. The part of the circle that overlaps represents the similarities
between two or more concepts. The parts of the circles that do not overlap represent
descriptions that represent a concept. Venn diagrams are often used to teach history or
other subjects that involve comparing and contrasting.
According to Mintzes, Wandersee, & Novak (1998), Venn diagrams need to be
taught assuming that students have no knowledge about it. It is suggested that the use of
a Venn diagram needs to be modeled so that students know how to use the overlapping
circles in a productive way.
Although there is no research pertaining to Venn diagrams and learning disabled
students that could be gathered, Venn diagrams are a type of graphic organizer. Research
does suggest that graphic organizers can help students with learning disabilities, to
improve their abilities to comprehend what they read. Venn diagrams should at least be
introduced to students with learning disabilities, so that the decision of its effectiveness
can be left up to the student.
Strategic Reading and Mnemonics

Students with learning disabilities have difficulty studying textbook information,
due to their lack of reading and study skills. Reading is also the most frequently
mentioned academic difficulty among students with specific learning disabilities.
Therefore, providing students with strategies to help them cope with their disability and
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comprehend material derived from texts is beneficial (Bakken, Mastropieri, & Scruggs
1997).
Providing students with specific strategies that have a step-by-step sequence, aids
students with learning disabilities who are faced with the challenges of comprehending
expository or narrative texts. When these step-by-step sequences are taught
mnemonically, students with learning disabilities can better retain the strategy and use the
strategy effectively. Teaching specific mnemonic strategies differ from using graphic
organizers alone, because mnemonic strategies help students find the information they
need in order to organize it for the use of a graphic organizer
According to Johnson & Obi (1993) one of the most powerful teaching tools in
special education is the use of mnemonics. Mnemonics strategies are ways in which
smaller strategies can be organized. Some mnemonic strategies form an acronym. Each
part of the acronym represents a small chunk of the step. The following are strategies
that are considered to be mnemonic. These strategies act as cues, for students with
learning disabilities, to use before, during, and after they read expository or narrative text.
'SCAN and RUN' developed by Salembier (1999) is a strategic reading strategy
that involves a system of cues to spark prior knowledge. Prepare, Structure, Read, and
Think (PSRT) is another strategy that can be utilized to increase reading comprehension.
This strategy is particularly useful when students are required to retain what they read
from expository texts (Simons, 1989). Another strategy described by Klingner &
Vaughn, (1999) focuses on collaborative strategic reading (CSR). This strategy can be
used between a teacher and a student in a collaborative way to enhance comprehension
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abilities among students with learning disabilities. All of these strategies have been
researched with students who have learning disabilities in the area of reading.
Survey, Capture, Attack, Note and Read, Use, Notice (SCAN and RUN) Strategy

SCAN and RUN is a mnemonic strategy that consists of seven strategic clues to
initiate steps in order to activate prior knowledge before reading. During the time the
student reads the expository text, the RUN cues are used to monitor comprehension and
further the understanding of the selection. This strategy is instructed in four major
phases: Introducing, modeling, and memorizing the strategy; previewing the chapter text
using the SCAN cues; reading the text selection using the RUN cues; and discussing the
textbook content and chapter questions after reading.
SCAN and RUN was specifically designed for middle school and secondary
students with reading difficulties who needed to improve in the area of reading
comprehension. Salembier (1999) utilized this strategy with 95 eighth graders in which
sixteen students were in special education. This strategy is useful because it is designed
to blend into established curriculums. This strategy is only useful for those students who
are able to read and comprehend at the second grade level or higher and have the ability
to look up vocabulary words in a dictionary. These students also need to have a basic
foundation of phonics and structural word analysis, according to Salembier.
During Step One the strategy needs to be introduced, modeled, and students need
to memorize the SCAN and RUN as a mnemonic device. During this step the teacher
introduces the strategy, as a useful tool to help students better understand their course
materials and textbooks. Salem bier (1999, p. 388) uses a specific analogy to grab
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students' attention. The teacher is encouraged to ask a question such as, "Does anyone
know how a cross-country runner prepares for a race?" The teacher lists student
responses on the board. Then, the following points are discussed with the class:
1. First, the runner typically plans the race by walking the racetrack or viewing the

racetrack.
2. During the race, the runner can remember any key information that could be
helpful in his/her success.
3. After the race, the runner reflects on his/her performance and evaluates what they
have learned to better themselves for the next race.
This analogy, described by Salembier (1999) is used to refer to similar actions a
reader needs to take in order to fully understand and reflect upon what is read. Also
during this step, the teacher demonstrates a think-aloud procedure to use the SCAN and
RUN cues while reading a selection from the text. Teachers then teach students how to
preview the chapter using the SCAN cues to activate prior knowledge. The following is
presented (Salembier, 1999):
S= Survey headings and turn them into questions
C= Capture the captions and visuals
A= Attack boldface words
N= Note and read the chapter questions (p. 389)
The experiment conducted by Salembier (1999) on the use of SCAN and RUN
provided positive impact on students with and without learning disabilities. Data was
collected before and after the introduction of this strategy regarding homework and test
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grades in science and social studies. Results indicated an improvement within eight
weeks on these scores from a mean of 65% to a mean of 84%. Students mean scores on
tests and quizzes also improved 14% (from 72% to 86%) within eight weeks.
Overall, this strategy has shown to be effective in improving students
understanding, learning, and their ability to recall content information. However, it is
important for teachers to understand that this strategy must be taught explicitly through a
direct instruction format, and students must see it as a relevant strategy to use before it
can be utilized effectively. SCAN and RUN is an inexpensive mnemonic device that is
proven to help students with or without learning disabilities better comprehend text.
Prepare, Structure, Read and Think (PSRT) Strategy

Simons (1989) researched a strategy to increase comprehension skills for students
who have difficulties comprehending what they read. Prepare, Structure, Read and Think
(PSRT) is a strategy for students to use With expository text. PSRT involves four steps
and is described as the following by Simons:
Step 1: Find out what students already know
1. Identify key concepts in text.

2. Use brainstorming to find out what students already know about key
concepts. Write responses on the chalkboard.
3. Provide necessary background information.
Step 2: Help students see how the text is organized
4. Prepare a graphic overview of the text.
5. Distribute blank overview to students.
28
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6. Draw a blank overview on the chalkboard and help students complete
part of it with information gathered in Step 1.
Step 3: Have students read the text
7. Set purpose for reading.
8. Have students read the text independently.
9. Have students complete the overview.
Step 4: Discuss the text
10. Call on specific students to complete the chalkboard overview.
11. Ask students to summarize the text
12. Ask questions that require students to think about the text (p. 420).
PSRT is designed to use before and after reading a selection. It requires students
to recall their own background knowledge and bridge it to new ideas. According to
Simons (1989), PSRT has been used experimentally in two studies. Both studies
indicated positive results when it comes to improving reading comprehension abilities for
students reading expository text.
Collaborative Strategic Reading (CSR) Strategy

Collaborative Strategic Reading (CSR) described by Klingner & Vaughn (1999),
is another strategy that enhances reading comprehension abilities among students with
SLD. CSR is an effective strategy to help students understand individual vocabulary
words that they come across in a literature selection. According to the authors, CSR is an
effective strategy that can be used to improve reading comprehension, vocabulary, and
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test scores. CSR combines cooperative learning and reading comprehension strategy
instruction together.
Klingner & Vaughn, 1996 (cited by Vaughn, 2001), conducted a study with
middle school students who had learning disabilities, and students who were English
Language Learners (ELL). Students were taught the CSR strategy in groups of eight.
The strategy was implemented through reciprocal teaching. Each step of the strategy was
modeled and practiced. Results of the study indicated that students with learning
disabilities, showed significant improvements in the area of comprehension, after being
taught the strategies. ELL students, who had poor decoding skills, were also able to
apply the strategy successfully. All students showed that they could apply the strategy
with minimal adult assistance. According to Vaughn (2001) there are four major reading
strategies in CSR and are as follows:
1. Preview

2. Click and clunk
3. Get the gist
4. Wrap it up (p. 68).
When teaching the preview step, it is suggested to relate it to something students
are familiar with (prior knowledge) such as linking this step to a movie preview. Ask
students what they learn from a movie preview and relate it to a reading preview. Ask
students to look for what the passage is about, whom it is about, when it takes place, and
where there is information that is familiar. Students should also be asked to look at the
physical characteristics of the text, including the headings, subheadings, italicized or
30
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bolded words, pictures, tables, graphs, questions or any information highlighted in the
columns.
Step one (preview) prepares students to read, by providing prompts to assist them
in learning the layout of the text. Step 2 (click and clunk) helps students recognize what
they know (familiar information) and what they don't know (new information being
presented). The third step (get the gist) involves assisting students in finding the main
idea of the section and summarizing it. The last step (wrap it up) allows students to share
and discuss what they have read.
According to Klingner & Vaughn ( 1999) the CSR strategy has been proven
effective in cooperative learning groups consisting of four to five students. Students have
two responsibilities; to complete the assigned task and to make sure that all members in
the group do the same. If the students are not familiar with the social skills required in
order to be successful in a cooperative learning group, then they must be explicitly taught
their role.
According to Klingner & Vaughn (1999), social skills can be taught through a
three-step process. First, the target behavior needs to be defined, modeled, then practiced
by using role-playing activities. One social skill is taught before another is introduced.
After they are introduced and learned they are placed on a reference chart for all students
to view. Students use the chart to reference how to listen, ask questions, take turns,
provide feedback, and resolve conflicts within the group.
Roles are given to students in the cooperative learning group to assure that all are
actively engaged and involved in the learning at hand. The roles are rotated through the
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group so that all students can experience different roles. CSR roles include: leader,
clunk expert, gist expert, announcer, and encourager. The leader leads the group by
suggesting what to read next and what strategy to apply. The 'clunk' expert uses the
'clunk' cards to facilitate conversation when students run onto 'clunk' words or concepts.
The gist expert guides the group towards the main idea but not unnecessary details. The
announcer calls on group members to share or reflect and to make sure everyone is
participating according to the social expectations. The encourager gives feedback to
group members and looks for social behaviors to praise.
Cue cards, learning logs, and clunk cards are materials that should be used during
this CSR strategy. Cue cards simply outline the four-step process. It may be helpful to
use the cue cards as a checklist for students. The clunk cards address the questions
described in the previous paragraphs to help students solve a word or concept that is new
to them or one that they do not fully understand. Clunk cards should be available for
students to use at their cooperative learning centers. Leaming logs are available for
students to record their ideas, questions, and conclusions. Leaming logs can also become
study guides. It is important to remember that CSR was designed to be used in
conjunction with expository text.
Research indicates that CSR is an effective instructional approach to use to
improve comprehension abilities for students with learning disabilities (Klingner &
Vaughn, 1999). One study described by Klingner & Vaughn (1999) but conducted by
Klingner, Vaughn, & Schumm, (1998) indicated an improvement of reading
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comprehension scores on a standardized reading test, when compared to their peers who
were not exposed to the strategy.
Research also suggests that cooperative learning has also shown favorable results
for students with learning disabilities because it increases the number of opportunities for
communication regarding academic content. As a result of the CSR strategy, students'
reading comprehension scores on standardized reading assessments have significantly
improved in comparison to their peers who did not use CSR. CSR has been proven
effective for students who use English as a second language as well as those who are
labeled as having a learning disability, as noted by Klingner & Vaughn (1999).
Summarization Techniques
There are many summarization strategies that when explicitly taught and
rehearsed with students, are successful tools that aide comprehension for students with
learning disabilities. Summarization strategies are especially useful in content area
reading subjects such as science, math, or history.

It is suggested that students with learning disabilities are able to retain
summarization techniques that are explicitly taught. It is also suggested that students
with learning disabilities are able to maintain these skills and spontaneously generalize
these summarization techniques (Gajria & Salvia 1992). Summarization techniques
allow students to summarize large pieces of expository or narrative text. When
summarization techniques are explicitly taught, students are able to follow cues to
comprehend the main idea of paragraphs, passages, and stories. Summarization
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techniques are often paired with direct instruction teaching tactics, and self-monitoring
activities, which will be discussed.
Direct Instruction, Self-Monitoring and Summarization

Jitendra, Hoppes, & Xin (2000) describe the role of summarization strategy and
self-monitoring instruction for students with learning problems. They concluded that
direct instruction was a powerful tool, but not as powerful as direct instruction combined
with self-monitoring strategies. The participants in their study consisted of thirty-three
middle school students grade six through eight who had high-incidence disabilities and
who were currently receiving forty minutes daily of specially designed instruction in the
area of reading.
Ten training passages were used to teach the main idea strategy. Assessments
were used throughout the study. Each assessment had thirty-six main idea
comprehension items based on both expository and narrative texts. Twelve of the items
were similar to the training items, twelve more items were based on narrative readings
from a basal text and the last twelve items were based on expository text derived from the
social studies texts. In addition, the assessments had multiple-choice items. There were
many different types of assessments used for the duration of this study.
Instructional sessions remained thirty to forty minutes in duration and focused on
teaching main idea comprehension and self-monitoring instruction. This instruction took
place in small groups ranging from six to eight students. The instruction occurred in a
format similar to the one described by Klingner & Vaughn (1999). First, a component of
the main idea comprehension strategy was introduced, then modeled and demonstrated
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and then students were given the opportunity to participate in guided and independent
practice. Main idea comprehension strategy instruction was organized into eight lessons.
Lesson one focused on having students learn the ability to generate main idea
sentences by naming the subject and categorizing it by applying the rule. Lesson two
taught students how to generate a group name and classify the main action in the passage.
Lesson three taught students how to critically evaluate options prior to selecting the main
idea sentence of a passage (multiple choice format). In lesson four, students were taught
to identify sentences that served as a 'distracter sentence' and select a 'main idea'
sentence. Lessons five, six, seven, and eight focused on creating or selecting main idea
passages that described how something was done, where and why it was done and when
it was done. For each lesson, students had prompt cards to guide them through the
reading tasks.
Throughout these lessons, self-monitoring was also introduced and practiced.
During the independent practice part of each lesson, students were given a checklist card
to monitor their own progress. The steps used for self-monitoring are as follows, stated
by Jitendra, Hoppes, & Xin (2000):
o

Read the paragraph

o

Used the prompt card to recall the strategy step

o Applied the strategy to identify or construct the main idea of the passage, and
o

Selected or wrote the main idea (p. 131).

Main idea and self-monitoring instruction were taught for fifteen days. Most lessons
were completed over the course of two days.
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Overall the result of this study indicated that students who were taught reading
comprehension and self-monitoring programs on main idea comprehension outperformed
those students in the controlled group on posttest training. The students maintained their
progress through the delayed posttest. However, the performance of students in the
experimental and control groups on posttest items that required a generated response
decreased from that of the pretest performance. It appears that the self-monitoring
portion of the study only showed significant gains through multiple-choice responses in
both the posttests and delayed posttests for students with learning disabilities.
This research suggests that when students use comprehension strategies with selfmonitoring procedures, their responses are extended to both selection and production
responses. This means that not only did the strategies help students with learning
disabilities comprehend information better, but it also allowed these students to prove
their comprehension through more than one measure. They were able to recognize
correct answers and recall correct answers.
Paragraph Shrinking and Summarization
Another strategy that is particularly helpful with summarizing written language is
the 'paragraph shrinking' technique described by Dr. Kevin Feldman (2/11/05,
conference). In this strategy, students are asked to create a one-sentence summary
regarding the paragraph that they have read at least twice. The one-sentence summary
needs to name the 'who' or 'what' the paragraph is about, and it needs to identify the most
important detail along with the major gist of the paragraph. Students generally find this
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activity fun because it challenges the students to synthesize the information within a ten
to fifteen word limit.

RAM, SIP, RIPS, EEEZ and Summarization
Carol Dana (1989) describes many useful strategies that may be used with
students who have learning disabilities. She has modified researched based strategies into
mnemonic devices that students can use successfully throughout the day, regardless of
what classroom they reside in. Dana discusses the RAM strategy, SIP strategy, RIPS
strategy, and the EEEZ strategy.
The RAM strategy is a simple prompt that can be given to students to remind
them to do the following steps before they begin reading a selection. The 'R' stands for

relax. It is important that students relax before they read because many students with
disabilities suffer severe anxiety when faced to with a reading task. The 'A' reminds
students to activate a purpose for reading, attention, and their own background
knowledge. The 'M' stands for motivate. Students are prompted to motivate themselves
for the reading task. Students are asked to identify self-incentives for the purpose. The
RAM strategy is a simple and effective strategy that helps students prepare to read.
The SIP strategy helps students stay focused by requiring small activities during
the reading process. By allowing students to participate in independent activities during
reading, they are more able to sustain attention for the task. The 'S' stands for

summarize. Students divide the text into different sections to summarize the content of
each page. The 'I' represents imaging. Students try to visually see a picture of what they
are reading. This prompt helps students remember to be actively engaged in the text.
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The 'P' is for predicting. Students are prompted to predict every so often while reading
to keep them engaged in the material. Predicting text helps to peak a curiosity among
readers. The SIP strategy helps students' to focus their attention on the content
regardless of whether or not they are interested. This strategy may be used with
expository or narrative text.
Dana (1989) also describes the RIPS strategy. This strategy is primarily used for
students who need help repairing comprehension difficulties. This strategy is prompted
by telling students that he/she "RIPS" the text apart during the time they read. The 'R'
reminds students to read on or reread the text when they come to a concept they do not
understand. Students may need to check to see if they were fully attending to the task of
reading. The 'I' stands for image. Students should attempt to imagine, visually, what
they are reading. To check for comprehension of the new concepts students should
paraphrase (P) what they have read so that the concept is put into their own words. Dana
mentions that researchers continue to cite the benefits of having students paraphrase what
they read, while they read it. The 'S' of the RIPS strategy encourages students to speed
up, slow down, or seek help. Reading rates that are flexible can have a positive effect on
comprehension.
Another strategy described by Dana (1989) can be used after a student reads to
help the student retain and store the information they have read. The EEEZ strategy is
just that. After students read, they are asked to "take it easy" and explain (E) what they
have read. During this step, the purpose of the assignment is taken into consideration.
The second 'E' refers to explore. Students are asked to explore the same subject matter
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from other authors. This second source can be from an easier text if available. Another
way to review material read is to expand (E) on what the subject matter covered, by
reading sources that go beyond the material read. Anything that can further develop a
students' background knowledge can better help the student to learn a new concept.
Although many of these activities are time consuming, they can help students to form
new knowledge about a concept. It is essential that students learn that they may need to
go to many different sources before a new concept is learned (Dana, 1989).
These strategies must be taught explicitly. First the teacher must give a brief
overview of what the strategies are and why they will be helpful in understanding
material read. Then it must be explained how to use each strategy and when to use each
strategy. Teachers then give examples and model the strategy mentally or 'out loud' so
that students can see it working. Guided practice is the third step needed in explicit
teaching. Students should practice talking through the strategies as well, after watching
the teacher modeling it. Lastly, students should be given the opportunity to practice each
stage at each phase of the reading process.
Dana (1989) suggests placing these strategies on bookmarks and labeling each
strategy either under the headings "before," "during," or "after". Each strategy should
be taught separately until mastered. When a new strategy is mastered it should be added
to the bookmark. The bookmark should only contain acronyms for the strategies and
serve as cues or reminders for students.
No formal research has been conducted using these strategies on students with
specific learning disabilities. However, these strategies have been modified based on
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current best practices for students with learning disabilities to improve their reading
comprehension abilities.

Vocabulary Strategies and Instruction
The most critical obstacle for students with learning disabilities to overcome is the
fact that they lack strategies to learn new words from context, and they fail to
independently read on a regular basis, thus decreasing the number of new vocabulary
words they are exposed to each year. This means that vocabulary and word meaning
skills need to be explicitly taught. Students with learning disabilities need to be
encouraged to read independently so that they can be exposed to new vocabulary through
context. Students also need to be directly and sequential taught at least 300-400 word
meanings a year through explicit instruction (Jitendra, Edwards, Sacks, & Jacobson
2004).
Explicit instruction involves teaching the word's context and definition through
finding an antonym, synonym, creating sentences with the word, or classifying the word
and most importantly relating the word to their own background experiences. Students
need to be exposed to these new words multiple times so that they can retain the
information.
Vocabulary instruction has often been discussed among educators as one of the
most difficult subjects to teach students directly. Children pick up the meanings of
vocabulary when they are read to and when they are actively involved in discovering the
ways in which words and experiences are related to one another (Blachowicz, year
unknown). The question is how can vocabulary be taught in a meaningful way that
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allows students to relate the words to their own experiences? This can be achieved when
students take an active role in constructing their own network of meaning. This can
happen through semantic webbing, mapping, organizing, or using other strategies that
help students visualize the representations of words.
Blachowicz also suggests that acting out vocabulary words can help create
meaning for students. Mnemonic strategies and drawing pictures of vocabulary words
are also useful strategies for improving the retention of vocabulary words. Teaching key
word strategies such as these, are especially useful for students in special education.
Definitional instruction has also been proven successful for students. However,
combining definitional instruction with other active processing such as adding contextual
information has proven to be even more beneficial.
Routman (1994) describes many useful strategies to be utilized in small group
settings. Although the strategies discussed are not researched solely on students with
learning disabilities, the strategies are proven to teach diverse students to learn
vocabulary in a meaningful context. It is important to teach sight vocabulary words
meaningfully by finding avenues of connection between the words and the context of the
story. Routman suggests that high frequency words from text be put on index cards.
When a student comes to a word that is not understood, the student should be encouraged
to match a vocabulary card to the word in the text. Then, the student is encouraged to
look at pictures and surrounding words to find clarification of the word. By doing this, it
allows students to acknowledge each individual word by its specified letters. This helps
students to make a meaningful connection to text.
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Jitendra, Edwards, Sacks, & Jacobson (2004) discuss strategies proven to be
effective with students with learning disabilities. These strategies include; keyword
strategy, cognitive strategy, direct instruction strategy, and constant time delay strategy.
Keyword strategy focuses on using mnemonics to provide imagery from a known word to
an unknown word. Cognitive strategy instruction allows students to understand the
semantics of words. Direct instruction is useful for promoting students to learn new
vocabulary words, by linking prior vocabulary knowledge to reading comprehension.
Constant time delay strategy is similar to direct instruction in that it allows students to
view definitions of words over and over in a short amount of time.
When teaching new vocabulary words, the teacher should begin with a simple
explanation of the word, and then link that to a picture that will remind students what the
word means. Students need to be exposed to this during multiple activities and
procedures.
Keyword Instruction
Keyword or mnemonic strategies have been proven to be successful strategies to
teach students with learning disabilities to better understand new vocabulary words. This
strategy provides an imagery link for students as well as a keyword link. According to
Condus, Marshall, & Miller ( 1986), mnemonic strategy instruction involves linking
phonetic and visual imagery parts of a word with its definition. When students were
taught vocabulary words using mnemonic methods, they were much more successful in
retaining the information, when compared to being taught in a direct instruction format
with pictures alone.
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Mastropieri, Scruggs, Levin, Gaffney, & McLoone (1985) conducted a study
comparing mnemonic strategy instruction with direct instruction when teaching

vocabulary words. The study utilized thirty-two students who had learning disabilities in
junior high school. Half of the students were assigned to a mnemonic picture conditioned
group, which focused on associated pictures with mnemonic strategies for learning word
meaning. The other half of the students were assigned to a direct instruction conditioned
group, where students were taught vocabulary by questioning, practice, and review (in a
direct-instruction format).
This study indicated positive outcomes for using keyword strategy instruction for
teaching vocabulary words. This was achieved by having students phonetically link
keywords with vocabulary words. Remembering what the picture looked like, along with
the keyword, helped to link the vocabulary word to its meaning. Both groups were taught
vocabulary word meanings through the use of pictures. The mnemonic group learned
vocabulary words by looking at 8xl 1 cards that had: the vocabulary word, a keyword that
looked or sounded like a part of the word, and the definition. The direct instruction group
also viewed 8 x 11 cards. However, those cards had: a vocabulary word, picture
representing the word, and a word definition.
An example was provided by Mastropieri, Scruggs, Levin, Gaffney, and Mcloone
(1985) as to how the word 'ranid' (which is a frog) may be presented in both groups:
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RANID

(rain)

FROG

(mnemonic card)

RANID

FROG

(direct instruction card)
(p. 58-59).

Students who were in the mnemonic group were presented new vocabulary words, each
utilizing a keyword strategy. Those same students were quizzed on the words as well as
the word cues. Students in the direct instruction group were taught vocabulary words

C

using classic direct instruction procedures such as "Ranid means frog. What does ranid
mean?"
Results indicated that students who received mnemonic instruction outperformed
students who received direct instruction alone, pertaining to vocabulary instruction.
Condus, Marshall, & Miller (1986) have concluded that mnemonic instruction (keyword
instruction) is superior instruction when compared to traditional drill and practice
methods when it comes to improving vocabulary performance among students with
learning disabilities.
Condus, Marshall, & Miller (1986) conducted a study on sixty-four students with
learning disabilities who were in middle school. The students were divided into four
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groups. The conditions of these groups were: keyword-image, picture context, sentenceexperience context, and the control group.
In the keyword-image group, students were asked to learn a keyword for each
new vocabulary word presented by the experimenter. The keywords were also presented
on 8 x 11 index cards that had the vocabulary words on one side and the keyword on the
other. Each card had an imagery link, which was a brief illustration with its definition
printed on the bottom, as well as two figures including a caption. Each figure was a
character. Each character had a sentence as their caption. One caption contained the
keyword, and the other caption used the vocabulary word.
Students in the picture context group were presented new vocabulary words by
being shown illustrations that represented the words. The only difference between the
vocabulary cards used in the picture context group from the keyword group is that they
didn't have a keyword. Everything else was the same.
The third group was in the sentence-experience context group. The students in
this group were instructed to learn vocabulary word meanings by following two steps.
First, a three-sentence passage would be read. Students were expected to listen as it was
read, and then reread the sentences. The new vocabulary word presented, was
incorporated into the sentences. Second, the student responded to a question that
required the student to relate the meaning of the word to prior experience/knowledge.
In the control group, students were simply give a list of vocabulary words with
definitions and told to 'learn' them. The teacher read the words and definitions and
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would assist students in pronouncing the words. No other assistance was give by the
teacher.
Results of this study indicated that students who were taught vocabulary
meanings through keyword strategies were able to learn the meanings of many words and
were able to maintain the knowledge, when assessed two weeks after instruction and
eight weeks after instruction. Keyword strategy instruction showed to be useful for
students who were twelve years old, had low receptive vocabularies, and who had
learning disabilities. This study also proved that students with learning disabilities are
capable of using a complex strategy effectively, regardless of their low receptive
vocabularies.

Cognitive Strategy Instruction
Cognitive strategy instruction provides a framework for students so they can
better understand the semantics of words. Some strategies that fall under this type of
instruction are semantic feature analysis (SFA), semantic mapping (SM), and
semantic/syntactic feature analysis (SSFA). These have been proven to be interactive
strategies that help students put vocabulary words into categories according to similarities
and differences.
SFA activities involve comparing and contrasting relationships, predicting
relationships between new and old information and creating definitions of new words in a
content area reading passage. According to Vacca & Vacca (2005), SFA helps to create a
link between a student's background knowledge and words that are related to one another
conceptually. The SFA strategy requires students to create a grid or chart to help students
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compare and find similarities and differences between different categories. The

following example of an SFA activity is based on part of an example given by Vacca &
Vacca (2005):
Directions: Determine which of these properties is found in the four quadrilaterals listed.
Mark Y or N in each box.
Parallelogram

Rectani!le

Rhombus

Square

Diagonals
bisect each
other
Diagonals are
congruent
Each diagonal
bisects a pair of
oooosite angles
Diagonals form
two pairs of
congruent
triangles
(p. 282).

Reutzel & Cooter, (1996) also provide the following example of a SFA for teaching
'flying machines'. Students are asked to put a'+' sign in the grid for those that have that
feature. This example is taken from Reutzel & Cooter (1996) and is as follows:

Jet
Hovercraft
Balloon
Blimo
Rocket

Has wheels
+

-

Passengers
+
+
+
+

Has wings/fins
+

+!-

+

-

Verv fast
+
+

+

(sometimes)
(p. 263).

Jitendra, Edwards, Sacks, & Jacobson (2004) describe a study conducted by
Anders, Bos, & Filip (1984) that compared SFA with traditional vocabulary look-up
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activities. The SFA group was given a chart that compared major concepts and related
vocabulary words. Students then rated each vocabulary word according to its
relationship to each major concept. The vocabulary word was rated as having positive
relations, negative relations or unrelated relations. Results indicated the SFA conditioned
group outperformed students in vocabulary comprehension, vocabulary conceptualization
and comprehension assessments.
Bos, Anders, Filip, & Jaffe (1989) note that elementary age students who have
learning disabilities don't spontaneously make use of reading comprehension strategies.
So they investigated a specific reading strategy to see if it would have an effect on
reading comprehension. The strategy chosen was SFA. A study was set to see if SFA
had a positive effect on reading comprehension. This strategy was tested through content
area vocabulary instruction.
The study utilized fifty students with learning disabilities who all had a
chronological age of 16-2. The materials used were prior knowledge assessments,
practice and experimental instructional materials, interest assessments, and
comprehension assessments. Half of the students were placed in a SFA strategy group
and the other half of the students were placed in a dictionary method (DM) group.
Students in the SFA group developed a relationship chart for each passage out of
a 1500 word expository chapter form a social studies text, regarding the fourth
amendment. According to the authors, a relationship chart is " ... a matrix on which the
important ideas of the passage are listed across the top and the related vocabulary is listed
down the side" (Bos, Anders, Filip, & Jaffe, 1989, p. 385). Students in this group spent
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time discussing the relationship chart in efforts that students' prior knowledge would be
linked to new knowledge. Students also predicted relationships between concepts.
Definitions were either created by the students, based on their prior knowledge, or was
given to them by the teacher. Then students were asked to predict the relationships
between the vocabulary words and concepts. After predictions were made, students read
the passage and then revisited the relationship chart to make any changes or affirmations.
This was then all discussed as a group.
Students in the DM group were presented with ten vocabulary words derived from
the text. Written guidelines for using a dictionary method were also created. First,
students repeated vocabulary words presented on the board by the teacher. Students were
then shown, how to use the dictionary to find a word definition. Students then wrote
word definitions and sentences using the word. Students then read the passage to verify
or clarify the meanings of the words. Eight out of the ten words were listed on a
relationship chart. Then both groups of students were administered a twenty-five item
multiple-choice reading comprehension test regarding the material read with vocabulary
instruction. Ten of the items were vocabulary based and the other ten were conceptually
based.
SFA was chosen in this study because it activated prior knowledge. DM was
specifically chosen because it did not activate prior knowledge. Although both strategies,
utilized a relationship chart, they did not receive the same results. Results indicated that
students in the SFA group outperformed students in the DM group on the reading
comprehension test, due to this difference. The SFA group outperformed the DM group
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in vocabulary and conceptual scores. The results of this study suggest that SFA is an
effective strategy when teaching adolescents with learning disabilities vocabulary and
concepts to facilitate reading comprehension in content area texts.
Another study conducted in Bos, Allen, & Scanlon (1989) and described by
Jitendra, Edwards, Sacks, & Jacobson (2004) compared SSFA conditioned groups to
Definitional Instruction (DI) conditioned groups. In the SSFA group, students were
asked to complete a relationship chart as well as five cloze-type sentences that related to
the information chart. The DI conditioned groups were taught to simply orally restate
definitions with positive and corrective feedback. The DI group was expected to
memorize context-related definitions. Results indicated that students in the SSFA
condition group scored significantly higher than students who received instruction in the
DI conditioned group, when measured by using vocabulary tests.
Bos & Anders (1990), studied sixty-one learning disabled students in junior high
school. The students were divided into one of three conditions: SM, SFA, and SSFA,
and DI. Students in the DI group orally recited vocabulary pronunciations, and
definitions. Students had the responsibility of inferring relationships between the
vocabulary and their prior knowledge. Vocabulary words were also taught as a separate
piece of information. DI emphasized context-free definitions.
Students in the SM group learned new vocabulary meanings by constructing a
hierarchical relationship map from the words. Students did the same in the SSFA group
as well. Both the SFA group and the SSFA group practiced predicting answers using
vocabulary words. This was done in a 'cloze' method procedure. Throughout the study
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and in all groups, students were given a purpose for read the selected text. They were
also encouraged to confirm definitions of words from within the text. SM, SFA, and
SSFA were all considered to be interactive instruction methods. These groups of students
related vocabulary words to context of literature. They were also encouraged to elaborate
on their prior knowledge, by sharing and discussion.
Results indicated that students who were in the SFA group and SM group learned
more vocabulary words, than their peers in the DI group. In fact, all students in the SFA,
SSFA, and SM groups outperformed students in the DI groups, based on posttest scores.
Only students in the SSFA group outperformed DI groups at the follow-up assessment.
Maintenance findings indicated that students in the SSFA and SFA groups outperformed
DI students when asked to recall vocabulary meanings. Overall, SFA, SSFA and SM
strategies allow students to connect prior knowledge to new knowledge, create semantic
maps with clusters of words, and allowed students to discuss, predict and confirm
meanings to new vocabulary words.

Direct Instruction
Specially Designed Instruction (SDI) is the heart of special education because it
describes the type of instruction students with disabilities will receive. SDI has often
been linked to direct instruction. Direct instruction, as related to vocabulary, includes an
explicit and systematic presentation of words and word meanings (Jitendra, Edwards,
Sacks, & Jacobson 2004). A study conducted by Pany & Jenkins (1978) described by
Jitendra, Edwards, Sacks, & Jacobson (2004) compares three instructional strategies that
fall under the direct instruction continuum. The first group received instruction in the
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meanings from context. In this group, very little emphasis was put on actual word
meanings and it was assumed that students could figure out the word meaning through
context. The second direct instruction group was given the meanings of the words. The
third group received the most direct instruction out of all the groups. Students in that
group were given the meanings of the words and those words were practiced on
flashcards. Results from this study indicated that students in the third group (meanings
practiced) outperformed students in the other two groups on isolated vocabulary tests.
The same group also outperformed students on the 'vocabulary in context' test as well.
This study indicates that not only do students need to be given the meanings of words,
but they also need to be given the opportunity to practice the meanings of those words.
Direct Instruction and Constant Time Delay

Constant Time Delay (CTD) is probably one of the most basic direct instruction
methods used to teach vocabulary. CTD is an instructional strategy that increases
vocabulary retention among students who have learning disabilities. A study conducted
by Schuster, Stevens, & Doak (1990) described by Jitendra, Edwards, Sacks, & Jacobson
(2004) indicate positive results using CTD. Instructional sessions presented two sets of
five words. Each word definition was presented randomly six times, waiting three to five
seconds in between each definition. Then students were shown the vocabulary word
without the definition and were expected to recall the definition. When a student was
unable to recall the definition, the teacher restated the word and it's definition. Results
were positive for students with learning disabilities. These techniques allowed students
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to learn the vocabulary word definitions in three or four instructional sessions. Students
also showed they were able to maintain the knowledge over fourteen weeks.
Visual Imagery and Vocabulary

Dr. Kevin Feldman (2/11/05 conference) clarifies misconceptions about
vocabulary instruction. Vocabulary instruction is teacher directed, provides students with
clear explanations, and guides students through activities. Vocabulary instruction is not
simply providing activities for students to do. It is not asking students to look up
definitions in the dictionary and it is not simply telling a student what a word means. In
order for vocabulary instruction to benefit the student, it must be meaningful.
Feldman discussed an instructional strategy for teaching new vocabulary words,
prior to having students read a selection. The goal of this strategy is to get students to
increase their chances of recognizing and comprehending a word when they come across
that word in a reading passage. This strategy is particularly useful for students with
learning disabilities because it gives them many examples of the word in many different
contexts. First, it is important to convey the meaning of the word. This can be done by
pronouncing the word and then asking students to repeat the word. Next, it is advised to
provide a synonym for the word and rephrase the definition or provide a simple
explanation. Ask students to complete a statement that uses the words. The more they
get to practice this, the better chance they have at applying the strategy. This can also be
achieved by using a chart or guided practice activity. Students with learning disabilities
need to be given the opportunity to practice new words that they learn.
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Feldman also suggests providing students, who struggle to retain vocabulary
meanings, with a vocabulary chart to provide a visual image to help students remember
the vocabulary words. He described how a vocabulary chart could look. This vocabulary
chart is based on his description:
Term

Synonym

Definition/Example

Blissful

Happy

Feeling happy or
joyful

Image

©

Other activities to use with the chart would be to ask students to turn to their partners and
describe a situation in their life that they felt 'blissful'. They can draw their own image,
or the teacher can recommend a symbol for the entire group to use. It is a good idea to
provide a multitude of example questions such as; "would you feel blissful if you won the
lottery?" "Would you feel blissful if you were sick?" Asking these types of questions
allow students to experience different scenarios in which they would hear the word being
used.
Summary

Overall, There are many teaching strategies that have been described and outlined
that improve the reading comprehension abilities among students with learning
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disabilities. Graphic organizers provide visual representations of literature, thus
facilitating comprehension. Mnemonic devices can be blended with strategies to help
students remember steps that facilitate comprehension. Techniques that can help students
to paraphrase and summarize new material have been described. There are also concrete
strategies that may be utilized in order to teach vocabulary to students with learning
disabilities. All of these strategies have been proven, through educational research, to
have a positive impact on student learning.
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Chapter Three
Procedures of The Project
Introduction
It is important to note that there is not one curriculum that can fit the needs of all

students in the diverse special education population. Washington State has guidelines for
students to meet in order to qualify for special education under the handicapping
condition of 'Specific Leaming Disabled'. It is important to know that even though
many students qualify under this umbrella of special education, students with learning
disabilities do not all respond to interventions to the same degree of success.
Interventions and strategies need to be presented, until student progress is shown.
Therefore, it is the part of the special education teacher's responsibilities to find strategies
that best fit the need of a student as an individual. This curriculum project includes many
strategies that have been researched with the learning disabled population. When these
strategies are used with general education curriculum, it can be stated that the special
education teacher has provided a level of accommodations. Teachers should introduce
each strategy, until one or some are discovered to assist the student to better comprehend
text.
Project Overview

This project is designed to assist current curriculums that use narrative texts and
expository texts in efforts to enhance reading comprehension. Articles and books, written
by authors who had researched the strategies with students who had learning disabilities,
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were examined. Research was gathered and analyzed from scholarly journals from 1983
through 2005.
Although this curriculum is designed based on current research conducted with
students with specific learning disabilities, these strategies may not work with all students
with learning disabilities, due to variations within the learning disabilities spectrum. The
strategies in this curriculum should be carefully selected based on current needs of
individual students. It is suggested that many of the strategies be presented, so that
students can choose the strategy that best fits their learning needs.
By using the strategies within this curriculum, it allows teachers to adapt and
modify the curriculum that is solely being used. Therefore, this curriculum can be a very
important piece when delivering specially designed instruction to students with specific
learning disabilities. It is important that these strategies are practiced frequently until
mastered by the students. These strategies must also be utilized in a variety of reading
tasks, so that students have the opportunity to generalize the strategies throughout their
academic career.
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Purpose of Project

The purpose of this project is to serve as an overlay curriculum to use with
existing expository or narrative curriculums. This project provides strategies to help
improve the reading comprehension abilities among students with specific learning
disabilities. The strategies may be used in combination with other curriculums.
Strategies focus on improving students' abilities to recall factual information, organize
information, comprehend while reading, organize content after reading, and summarize
material read from expository and narrative texts.
Research on Strategies
Graphic Organizers

There are many different ways to assist students with learning disabilities
comprehend what they read. The use of graphic organizers is one way to assist students
with this process. Semantic maps are good to use to present new vocabulary to students
because they provide a visual representation on the relationships of words. Semantic
maps are particularly useful when helping students to connect prior knowledge to new
knowledge.
Cognitive maps are excellent tools to use to help students with learning
disabilities understand expository text. They are to be used to help students identify key
concepts and conceptual relationships. Cognitive maps include the use of lines or arrows
to help students better organize new information presented in expository texts. This
specific type of graphic organizer helps students visually arrange details and main ideas,
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thus improving their ability to answer literal and inferential questions, which are common
tasks in many of today's academic curriculums. Cognitive maps should be taught in an
explicit manner, allowing students to see its use, practice the strategy, and apply the
strategy to numerous subjects. Mnemonic strategies work well with cognitive maps.
Story maps are perfect graphic organizers to use as a framework to help students
with learning disabilities understand narrative texts. Story maps should be used as a
framework to link characters with events. They are also effective for linking problems
within a story to outcomes of the story. When using story maps with students with
specific learning disabilities, it is important to allow them the opportunity to re-read text
when they cannot find information. When using story maps, students must be shown a
'think aloud' procedure from the instructor along with the rationale for its use. Students
also must be taught explicitly what story grammar elements include (characters,
problems, settings etc.). Story maps are effective graphic organizers to help students
organize story grammar.
Framed outlines and Venn diagrams may be used to enhance comprehension of
expository text. Framed outlines are useful when taking notes during lectures, or
organizing facts, concepts, and details, while reading an expository text. Venn diagrams
are good to use for comparing concepts from multiple chapters from expository text.
Overall, Graphic organizers are useful tools to use to help students with learning
disabilities better understand what they read, and retrieve the information that they read.
These are only useful if they are taught in phases that allow teacher modeling, teacher
and student practice, student practice, and how to generalize throughout other areas.
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Strategic Reading

There are numerous strategic reading techniques that have been discussed.
Survey, Capture, Attack, and Note (SCAN) and Read, Use, and Notice (RUN) is one
strategy that may be used to help students organize material they read in expository text.
This particularly strategy assists students to activate prior knowledge about a topic.
SCAN & RUN also allows students to self-monitor their comprehension abilities as they
read the text.
Prepare, Structure, Read & Think (PSRT) is another strategic reading strategy that
is useful when used before and after reading a selection. It allows students to see the
layout of the text, find important concepts the text is providing, and summarize the text
easily. PSRT uses a graphic organizer that is unique to each reading task, and must be
designed by the teacher.
Collaborative Strategic Reading (CSR) helps students visually see the layout of
the text. It also allows students to recognize new information with old information. CSR
strategy focuses on getting students to identify the main idea by writing a short summary
sentence. It has 'catchy' phrases that make remembering the strategy easier for students
with learning disabilities. It is a good strategy to use when the goal is to have students
learn new vocabulary. This strategy is best used along with strategy instruction and
cooperative learning groups.
Summarization Techniques

Students need to be taught how to find the main idea and filter out unimportant
information when they are reading. Direct instruction can be combined with self-
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monitoring strategies in an attempt to improve student's ability to summarize material
read. Students should be provided with prompt cards to guide them through the
following steps: (a) generate main idea sentences and placing it in a category, (b)
generate a group name and classify the main action in the passage, (c) evaluate options
for selecting the main idea sentence of a passage, (d) identify distracting sentences, and
select the main idea sentence, and (e) create the main idea passage that describes how
something was done, where, why and when it was done. The self-monitoring techniques
should be posted on cue cards that students could use while they are reading. Paragraph
shrinking is a technique that helps students summarize material read. This is achieved by
expecting students to create a ten to twelve word summary sentence about one paragraph.
The sentence should include the 'who' or 'what' the paragraph is about. RAM, SIP,
RIPS, and EEEZ strategies should be used before, during, and/or after students read a
challenging passage. These strategies focus on teaching how the layout of the text is
formatted, as well as teaching students how to monitor their own reading comprehension
progress during reading activities.
Vocabulary Strategies and Instruction
Vocabulary needs to be taught in an explicit manner as well as be integrated into
interactive activities. Vocabulary words can be taught by 'acting out the meaning' of the
word through a charades type game. Mnemonic strategies and drawing pictures to
represent words are also useful strategies when teaching students with learning
disabilities. Keyword instruction involves linking phonetic parts of words with images to
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help students remember the meanings of words. The keyword often sounds like a
phoneme in the vocabulary word.
Cognitive strategy instruction can be combined with vocabulary instruction
through semantic feature analysis (SFA). This involves comparing and contrasting
concepts that share vocabulary words. It allows students to visually see similarities and
differences by using a graph or table. SFA also allows students the opportunity to predict
outcomes of relationships among words.
Direct instruction can be paired up with vocabulary instruction when presenting
new vocabulary words with definitions. Constant Time Delay (CTD) strategy provides
students with instant feedback on what a word definition is through a direct instruction
format. CTD is an effective strategy that involves placing words and definitions on index
cards. Each word with its definition is presented to students pausing three to five seconds
between words. Students are eventually expected to recall the definition, after being
exposed to the definition numerous times.

64

65

COMPREHENSION
STRATEGIES:

GRAPHIC ORGANIZERS
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GRAfHI~ QRGANIZERS
COGNITIVE MAPS are used to organize new information presented in expository
text.
Lesson Plan Title: Cognitive Ma1111ing Instruction
.

Learnini: Goals:

1. Students will be able to find important details to concepts from expository text.

2. Students will improve their abilities to answer literal questions.
3. Students will improve their abilities to match details with main ideas.
EALR #2: The student understands the meaning of what is read.
Component 2.2: Understand and apply knowledge of text components to comprehend

text.
Materials: Graphic organizer 1, highlighters, pencils, paper
Anticipatory Set: "Yesterday, we read pages

, Today we are going to reread

those pages in our small groups and search for details to these three main ideas (list main
ideas of text selection)"
Procedures:

1. Provide students with the three main ideas or topics they will be looking for when

they read.
2. Have students read expository text selection individually or with partners.
3. Next, read the first 1/3 of the selection (first main idea) out loud and do a thinkaloud that models how to link details with the main idea.
4. In front of students, use the graphic organizer 1 to write down notes (details)
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regarding each topic.
5. Next, have students read the second of the three main ideas in pairs once again.
6. With the students, use the graphic organizer 1 to write down details to the second
main idea. Have students write this as well so that it is created together.
7. Last, have students read the third main idea and write their own details to the third
main idea.
8. Finally, have students share their main ideas and details in a small group.
9. Allow students to use a highlighter pen to highlight all details that all group
members had in common (this would be the most common details).
Adapted from Boyle, 1996
Lesson created bv Anf!ela Erin Hinkle
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Graphic Organizer I - Cognitive Mapping Instruction
Created By Angela Erin Hinkle

DETAILS

TOPIC 1

DEfAILS

TOPIC2

DEfAILS

TOPIC3
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GRAfHT!:; ORGANIZERS
STORY MAfS are used to help students identify characters. settings. problems.
plot. and ending in narrative texts.
Lesson Plan Title: Story Mapping Instruction
Learning Goals:

1. Students will be able to link characters with events.
2. Students will be able to link problems with outcomes.

3. Students will be able to discover theme(s) of the story.
EALR #2: The student understands the meaning of what is read.
Component 2.2: Understand and apply knowledge of text components to comprehend

text.
Materials: Graphic organizer 2, narrative text, pencils, paper
Anticipatory Set: "Over the next few days we are going to be finding an easier way to

identify characters, settings, problems and solutions, when we read stories out of our
textbook."
Procedures:

1. Day 1- Identify what story grammar elements are such as: setting, characters,
problems, solutions, resolution, and theme(s).
2. Day 2- read first half of story and identify the characters and problems.

3. Demonstrate a think-aloud procedure in identifying the characters and problems,
by reading out loud, stopping and writing on the graphic organizer, and then
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continuing reading. Continue the demonstration until the first half of the graphic
organizer is completed.
4. Record the characters names on the graphic organizer 2 along with any problems
each individual character may be facing. Use the graphic organizer in front of the
students, as they do the same.
5. Day 3 and 4 - Have student read the second half of the story. Discuss problems
that each character encountered.
6. If the text has physical descriptions of characters, allow students to decorate the
character faces on graphic organizer 2.
7. Provide a blank graphic organizer 2 on an overhead projector. In each shape,
create a question that will prompt student responses. If that becomes difficult for
students, also list pages numbers in which the answers can be found.
8. Practice filling in the graphic organizer as the story is read out loud by the
students.
9. Allow students to fill in the shapes on their own graphic organizers, until the
students get to the bottom bubble that requires the solution to be explained.
10. Review characters and problems. Allow students to create a one-sentence
solution that includes the names of characters.
11. Share responses in a group and praise correct responses. Allow others to correct
their mistakes.
Adapted from Gardill & Jitendra, 1999
Lesson created by Angela Erin Hinkle
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Graphic Organizer 2 -Story Mapping Instruction
Created By Angela Erin Hinkle
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GRA.fHTC ORGANIZERS
VENN DIAGRAMS are used to see similarities and differences between two or
more concepts, stories, or topics.
Lesson Plan Title: Comparing and Contrasting Narrative Stories Using Venn
Diagrams
Learning Goals:
1. Students will be able to list important elements pertaining to two different stories.
2. Students will be able to find common traits/elements within both stories.

EALR #2: The student understands the meaning of what is read.
Component 2.3: Expand comprehension by analyzing, interpreting, and synthesizing
information and ideas in literary and informational text.

Materials: Graphic organizer 3, pencils, paper, blue dot stickers, yellow dot stickers
Anticipatory Set: " Now that we have finished (story title 1), I have noticed that some
parts of the story are similar to parts of (story title 2). Today, we are going to be thinking
of similarities between the two stories, and differences between the two stories. It is
important to know that we can use a Venn Diagram as a strategy anytime we are asked to
'compare and contrast' something. Compare and contrast are fancy words for finding
similarities and differences among things".

Procedures:
1.

Have students identify the main idea of story 1. List on the overhead projector or
board. Discuss the outcome of the story and how the story changed from
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beginning to end.
2. Have students identify the main idea of story 2. List these ideas on the board or
overhead projector. Discuss the outcome of story 2.
3. With students, list the differences between the two stories. This may be different
settings, ages of the characters, time periods, customs etc.
4. Show students how to use the Venn diagram by writing those differences in the
outside parts of the circle that do not overlap. The differences about one story go
on the right, while the differences on the other story go on the left. Eventually,
the center of the Venn diagram will be filled with similarities because that is
where the circles overlap.
5. Have students find the similarities and differences between the two stories in
small groups of 3. Leave the examples on the overhead projector or board, so that
they can see them.
6. Discuss similarities and differences with students. Remind students that this is
called 'comparing and contrasting' and that they may use a Venn diagram
anytime they are asked to 'compare and contrast'.
7. Something extra: Provide students with blue dot stickers and yellow dot stickers.
Have students color code their Venn diagram by placing blue dotes for the
differences, and yellow dots for the similarities.

Lesson created by Alz,?ela Erin Hinkle
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Graphic Organizers 3 - Venn Diagrams
Created By Angela Erin Hinkle
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SIRAIEGI{; REA[!ING
SCAN & RUN STRATEGY should be used to help students monitor their own
comprehension of expository text.
.

.

Lesson Plan Title: SCAN & RUN STRATEGY WITH DIRECT INSTRUCTION
AND SELF-MONITORING
Learning Goals:
1.

Students will be able to apply strategies in order to recall information in
expository text.

2. Students will be able to monitor their own comprehension from expository text.

3. Students will be able to discuss parts of expository text.
4. Students will be able to summarize material read in a verbal format with group

members.

EALR # 1: The student understands and uses different skills and strategies to read.
Component 1.1: Use word recognition skills and strategies to read and comprehend text.
Materials: post-it notes, SCAN & RUN bookmark/checklist, expository text divided up
into chapters or chunks.

Anticipatory Set: "Over the next few days we are going to be memorizing a reading
strategy that will help us understand information from our science and history books.
You will be able to use this strategy wherever you are in the school, no matter whose
class you are in. It is important to learn this strategy because it will help you learn the
information in these hard textbooks. This strategy WILL make a difference."
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Procedures;
1. The teacher models all of the below steps during a think-aloud activity. SCAN

cues should be done BEFORE reading the selection. RUN cues should be due
DURING the reading of the selection as described by Salembier (1999).
S= Survey headings and turn them into questions

o

Point out to students where the heading of each subsection is.

o

Write any questions down that you find you may want to look for the answer for
when you read the selection.

C= Capture the captions and visuals

o Point out where pictures are and what words are under the pictures.
A= Attack boldface words

o Point out any boldface words and if a definition exists in the margin, locate it and
read it.
N= Note and read the chapter questions

o

Go to the end of the chapter/section and read the comprehension questions so
students will know what to look for when they read.

o Students look for main headings and create questions from the heading title
(questions pertaining to interest).
2.

Next, have students practice doing the SCAN activity. Provide them with the
bookmark checklist. Explain that they can use this bookmark in all of their
classes.

3.

Students are encouraged to memorize the SCAN cues before the RUN cues are
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taught. Once the students master the SCAN cues, they are able to use their
checklist effectively, and the cues are memorized then the RUN cues are taught.
The RUN cues are used during reading and are as follows:

o R= Read and adjust speed
o U= Use word identification skills such as:
o

Sound it out

o

Look for other word clues in the sentence

o

Break words into parts for unknown words

o N= Notice and check parts you don't understand.
o Reread text
o Create questions to discuss with group
o Give students post-it notes to mark where they had questions
o All students should have a SCAN and RUN cues checklist so that they are
monitoring their own comprehension. Students first read the passage silently and
use their checklist. Next they share information in cooperative learning groups.
Students are assigned roles in the group such as facilitator, recorder, and
timekeeper.
o Have the group agree what the main idea(s) of the chapter/section are.
o
o

Have students read the text selection again using the RUN cues.
Students answer comprehension questions cooperatively in a group. Students
then answer each question individually.

o

Motivate a class-wide discussion. The purpose of the discussion, according to
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Salembier (1999) is to get students to share, summarize, evaluate, and extend their
knowledge of the subject matter. Describe the general discussion routine to be as
follows described by Salembier, ( 1999, p. 392):
"(a) Asking members of a cooperative group to share their answers and then inviting
other groups to contribute other responses, (b) discussing disagreements and
encouraging the class to discuss conflicting answers using both prior knowledge
of the topic and the text as evidence, (c) asking why some answers may be better
than others, (d) making connections with previous chapters, and (e) reviewing
why and how SCAN and RUN and other reading strategies are important tools to
use for understanding text."
o

Review SCAN and RUN on a daily basis until students have it fully memorized.

o

Review every so often after that to assure that they haven't forgotten it.

o

Post a SCAN and RUN cue chart where students can refer to it. This chart

(

should be identical to the attached self-monitoring bookmark.
Adapted from Salembier, 1999
Lesson created by Alzgela Erin Hinkle
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SCAN & RUN BOOKMARK
CREATED BY ANGELA ERIN HINKLE BASED ON SUGGESTIONS MADE BY SALLEMBIER

CUT AND FOLD

s

SURVEY HEADINGS
D
D

URVEY HEADINGS AND TURN

D

THEM !NfO QUESTIONS

CAPTURE

CAPTURE CAPTIONS. PICTURES, AND
VISUALS
D
D

CAPTIONS, PICTURES,

AND VISUALS

ATIACK

NOTE

HOW ARE THEY ORGANIZED?
REPHRASE THE HEADINGS INTO
QUESTIONS
LOOK UP WORDS IN THE HEADING
YOU DON'T KNOW

D

LOOKATTHEPICTURES
READ THE PRINT UNDER THE
PICTURES
READ THE PRINT IN THE MARGINS

ATTACK BOIJ) WORDS
D
D
D
D

BOLD WORDS

& READ CHAPTER

NOTE & READ CHAPTER QUESTIONS
D

QUESTIONS

D

&

READTHEBOLDWORDS
READTHEIFAUCJZEDWORDS
READ THE UNDERLINED WORDS
LOOK AT THE WORDS AROUND BOLD,
IFAUCJZED, AND UNDERLINED WORDS

LOOKATTHEENDOFTHESECTION
AND READ THE QUESTIONS.
REVISIT THE HEADINGS AND MARK
THE HEADINGS THAT THE ANSWERS
MAY BE FOUND IN.

&

READ & ADIUST SPEED

READ

D
D

AND ADJUST SPEED

USE WORD IDENTIFICATION SKIU..S
D
D
D
D
D

u

SE WORD IDENTIF1CATION

SKILLS

N

REREAD SELECTION
SLOWDOWN

SOUND IT OUT
LOOK AT WORDS AROUND IT
READON
REREAD
LOOKATPICTURES

NOTICE WHAT YOUR READING AND CHECK
PARTS YOU DON'T UNDERSTAND
D
D

OTICE&CHECKPARTSYOU

DON'T UNDERSTAND
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WRITE DOWN PARTS YOU DON'T
UNDERSTAND
DISCUSS THESE WITH GROUP
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SIRAIEGI~ READING
PSRT should be used before, during, and after students read a difficult e,'\pository
text selection.
.

.

Lesson Plan Title: Pre[!are, Structure, Read, Think ~SRT)
Learning Goals:
1. Students will be able to identify a purpose for reading.

2. Students will improve their abilities to read and comprehend expository text.

3. Students will learn a four-step strategy to help them understand expository text.
4. Students will be able to identify key concepts from expository text.
EALR # 1: The student understands and uses different skills and strategies to read.
Com[!onent 1.1: Use word recognition skills and strategies to read and comprehend text.
Materials: PSRT overview, pencil, paper, text
Antici[!atory Set: "Today, we are going to be learning another strategy that we can use
to better understand our science and history books. You may use this strategy in any
subject you choose. It is a good idea to memorize this strategy so that you can use it
when you need it."

Procedures:
Before teaching this strategy it is important to let students know why they are learning
this strategy. Be sure to preview the expository text prior to teaching this strategy, so that
key concepts can be identified ahead of time.

Step 1: Find out what students already know (PREPARE)
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o Identify key concepts in text.
o

Next, the teacher writes a brainstorming question that will lead students to
discover the key concept. Use brainstorming techniques to find out what
students already know about key concepts. Write responses on the chalkboard.

o

Provide necessary background information. Teachers then need to provide any
additional background knowledge needed to better comprehend the selection.
This includes unfamiliar words that are needed to understand the material.
During this step it is also important that the teacher have students brainstorm
ideas associated with the key concept.

o

Students need to explore what they already know.

Step 2: Help students see how the text is organized (STRUCTURE)

o

Prepare a graphic overview of the text (This will vary from topic to topic and
from textbook to textbook.

o

Distribute blank overview to students (PSRT overview example is attached).

o Draw a blank overview on the chalkboard and help students complete part of it
with information gathered in Step 1.
During the second step of this strategy, it is important that the teacher help
students see how the text is organized. This can be achieved through a graphic
overview that visually represents the text in some way. This also helps students
to link prior knowledge to new knowledge. These graphic overviews should be
blank so that as the lesson occurs, students are able to actively participate and
create their own graphic overview, reflecting student discussion and involvement.
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During this step, teachers should also discuss patterns seen by the writer.
Step 3: Have students read the text (READ)
o Set purpose for reading.
o Have students read the text independently.
o Have students complete the overview.
Step three requires students to read the selection. As they read, students fill
out and complete the graphic overview, or it may be assigned as homework. It is
always crucial that the teacher set up the purpose for reading the selection with 'read
to find out' messages. The graphic overview can either be completed individually or
in a cooperative group.
Step 4: Discuss the text (THINK)
o Call on specific students to complete the chalkboard overview.
o Ask students to summarize the text
o Ask questions that require students to think about the text.
During the fourth step, students are asked to discuss the selection. The
teacher encourages reflections about what students read. Then the teacher writes a
statement that summarizes the passages. The teacher also creates higher cognitive
thinking questions to provoke conversations. Following the class discussion,
students are asked to summarize the selection, which includes key concepts and
main ideas. There responses should be guided by using higher level thinking
questions. After students are able to comprehend the text at a literal level, they are
then able to further their comprehension of the text by evaluating it further and
83
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drawing conclusions from it. It is important to discuss the passage again with
students (Simons, 1989)
Adapted from Simons, 1989
Lesson created bv Angela Erin Hinkle
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PSRT Overview of Text example
Created by Angela Erin Hinkle, based on Simon's PSRT strategy

DETAILS
TOPIC: _ _ _ _ _ _ _ __

j

L

SUMMARY SENTENCE:
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STRATEGIC READING
CSR should be used to assist students to understand e)lpository text when they come
to a word or part they don't understand. It is also a good strategy to assist students
in fully comprehending what they read.
Lesson Plan Title: Collaborative Strategic Reading (CSR)
Learning Goals:
1. Students will be able to identify the main idea of a passage.

3. Students will be able to summarize the main idea of a passage.
4. Students will be able to work cooperatively in groups.

5. Students will be able to identify unfamiliar information in passages.
6. Students will be able to choose a strategy to improve comprehension of unfamiliar
information.

EALR # 1: The student understands and uses different skills and strategies to read.
Component 1.1: Use word recognition skills and strategies to read and comprehend text.
Materials: Clunk cards, pencils, paper, small groups, green post-it notes, pink post-it
notes

Anticipatory Set: "We are going to go over a different strategy that we can choose to
use when we read our textbooks. It is important that when we work together in groups,
we listen and respect each other's views. Collaborative Strategic Reading strategy is
going to help us summarize what we read, so that we can better understand it. It is also
going to help us understand new vocabulary words."
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Procedures:
1. Go over each part of the strategy with students. Model each step and allow

students to practice each step. Do not introduce a step until the step before it has
been modeled, practiced, and mastered.

2. Step 1- PREVIEW
Step one involves students previewing the layout of the text as well as
discussing what they already know about a topic and a prediction about what the
selection may be about. The goal of this step is to spark interest among students.
During this step, students should also be generating questions, making predictions
and participating in any other activities to generate interest. This step should last
about eight minutes.
o

Introduce this step by putting your hands in the shape of binoculars when you say
'preview'. That serves as a visual cue to look at the text. Have students practice
this as well.

o

Discuss what they already know about the topic.

o

Create a prediction about what may follow.

o

Look at headings, subheadings, italicized or bolded words, pictures, tables,
graphs, or text in the margin.

3. Step 2- CLICK AND CLUNK (begin reading passage)
Step two is the 'click and clunk' step. This refers to a self-monitoring strategy
that students can use while they read a text. When students are 'clicking' while they
read it means that they are actively recognizing what they know and understand (prior
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knowledge). When students 'clunk' they are identifying words or concepts that they
do not understand. During this time, students record all of their 'clunks'. The class
learns to declunk by using fix-up strategies that are written out on 'clunk' cards that
students can access easily. Fix-up strategies are described by Klingner & Vaughn
(1999) as:

1. "Reread the sentence with the clunk and look for key ideas to help you

figure out the unknown word. Think about what makes sense.
2. Reread the sentences before and after the clunk looking for clues.
3. Look for a prefix or suffix in the word that might help.
4. Break the word apart and look of smaller words that you know"(p. 741).
o

Create a visual cue for 'Click and Clunk' such as tapping fists together.

o

When students read the passage, have them place a green post-it note next to
information that 'clicks' and looks familiar.

o

Have students place a pink post-it note next to information that 'clunks' and looks
unfamiliar.

o

When students 'clunk' show them how to pick a 'clunk' strategy from the 'clunk
cards'.

o

'Clunk cards' are attached and provide strategies a student should use when they
come across a word or concept that they don't know.

4. Step 3- Get the Gist
'Get the gist' is the third step in this strategy. When a student has identified the
main idea, they 'get the gist'. After students identify the main idea, they are taught to
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put it into their own words. The goal is to describe the main idea in as few words as
possible. Some teachers suggest limiting the main idea sentence to ten words or less.
o

Create a visual cue for 'Get the Gist' such as tapping the fists together in a
different way than was done for 'click and clunk'.

o

Identify main idea by looking at any graphic organizer that may have been used.

o

Have students create a summary sentence consisting of no more than 13-15
words.

o Make it challenging. Hold students accountable for only using a specified amount
of words.
o

Have students share summarizing sentences within a small group.

5. Step 4- Wrap it up (after reading selection is completed)
'Wrap it up' is the fourth and final step in this CSR strategy. During this step,
students formulate questions and answers regarding what they have read. The
purpose of this step is to review what they have learned so that they can learn and
remember the new concepts that they read about. Students 'wrap up' only when they
have finished their reading session. Some teachers choose to have students write their
questions and answers on index cards. A question and answer should be written
addressing the 'who, what, when where, why, and how sequence'.
o Teach students how to think of a fact, and reverse it into a question.
o

Have students create questions regarding what was read on index cards.

o Shuffle the questions and have other students answer them. This can be done in
an oral format within small groups. Hold students accountable and have them
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find the exact page the answer is on.
Adapted from Klingner & Vaughn, 1999
Lesson created by Angela Erin Hinkle
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Clunk Cards
Created by Angela Erin Hinkle
Clunk Card 1

ClunkCard2

REREAD THE SENTENCE
WITH TI-IE CLUNK AND
LOOK FOR KEY IDEAS TO
HELP YOU FIGURE OUT
THE UNKNOWN WORD.

REREAD THE SENTENCES
BEFORE AND AFTER TI-IE
WORD. LOOK FOR CLUES.

ClunkCard3

ClunkCard4

LOOK AT THE PREFIX OR
SUFFIX OF THE WORD.
THAT MAY HELP.

BREAK THE WORD APART
AND LOOK FOR SMALLER
WORDS YOU MAY KNOW.

Additional Clunk Card 5

Additional Clunk Card 6
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CLICK

& CLUNK

GET THE GIST
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COMPREHENSION

STRATEGIES:
SUMMARIZATION
TECHNIQUES
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SUMMARIZATION TE~HNIQUES
PARAGRAPH SHRINKING should he used to help students summarize expository
and narrative text.
..

Lesson Plan Title: Paragraph Shrinking and Book Shrinking
Learning Goals:
1. Students will be able to summarize a paragraph.

2. Students will be able to identify the main idea of a paragraph.

3. Students will be able to create a sentence that describes the main idea of the
paragraph.
EALR # 2: The student demonstrates the meaning of what is read.
Component 2.1: Demonstrates evidence of reading comprehension.
Materials: pencils, paper, narrative books or texts
Anticipatory Set: "Today we are going to practice summarizing what we read. It is
going to be challenging, because we are going to write summary sentences that are no
longer than 15 words. You are going to be responsible for making sure that your
partner only uses 15 words or less for this activity. It will be everyone's
responsibility to count. First, I am going to give you some examples of summarizing
things. Who has seen the movie or read the book Cinderella?"
Procedures:
1. Introduction - Example of a summary sentence
D

"Cinderella lived with her mean step-family, until she married the prince and
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moved away." Summarizes the story shortly.
CJ

Summaries must be brief and do not involve many details.

2. Read and Reread the Paragraph
CJ

Have students read a short paragraph for practice. Go through each sentence with
them using an overhead projector. Circle any 'important' parts going through
each sentence. Read each sentence out loud in front of students.

CJ

Show students how the circled parts of the paragraph can be rearranged so that a
short, concise summary sentence can be formed.

3. Read and Reread Another Paragraph
CJ

Provide students with another paragraph (one that they can write on). Have
students read it two times before they pick up a pencil to circle parts.

4. Write Summary Sentence
CJ

Have students write summary sentences and share the responses in small groups.

CJ

Have students share responses with peers. Peers should count the words in the
sentence.

CJ

Share summary sentences as a large group.

5. Book Summary
CJ

This activity can be repeated another day for a short book below their readability
level.
Adapted from Feldman, 2005
Lesson created by Angela Erin Hinkle
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SUMMARIZATION TECHNIOUES
RAM should be used before students read an ex11ositorl'. or narrative text.
Lesson Plan Title: Relax, Activate, Motivate RAM
Learning Goals:
1. Students will follow through with an expository text reading activity.

2. Students will improve their abilities to focus attention on reading task.
EALR #

1: The student understands and uses different skills and strategies to read.

Com11onent 1.1: Use word recognition skills and strategies to read and comprehend text.
Materials: None
Antici11atorl'. Set: "The RAM strategy is going to help us prepare to read information

that is hard for us. Sometimes it is a good idea to go through a series of steps so that we
can set ourselves up for success when faced with a difficult challenge."
Procedures:
1. Relax (R)
0

Have students realize what the task at hand is.

0

Divide the task into small chunks to prevent anxiety.

2. Activate (A)
0

Tell students why the task is important and how it benefits them.

0

Spark any background knowledge that the students may have about the task or
topic.

0

Discuss background knowledge.
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3. Motivate (M)
o Remind students that they can earn points for the task.
o Remind students that learning new things can make them smarter.
o

Remind students that the task is needed in order to fully participate.

o Remind students that they can ask for help when it is needed.
o Remind students that all they can do is their best!

4. Practice Strategy
o

Practice the strategy as a 'think aloud' with the students.

o

Practice memorizing the strategy with students

o Have students practice the strategy before they read a difficult paragraph.
o Encourage students to reread the paragraph.

5. Recall Information
o Have students circle or write down important information from the paragraph.
o Discuss and summarize the paragraph.
o

Get feedback from the students to see if they will use the strategy again.

o If the strategy was successful, create a cue poster for students to view in the
classroom.
Adapted from Dana, 1989
Lesson created bv AnJ?ela Erin Hinkle
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RAM IT BEFORE
READING!
RELAX
../ LOSE THE STRESS!
ACTIVATE
../ PRIOR KNOWLEDGE
../ PURPOSE FOR
READING
MOTIVATE
../ GET A GOOD GRADE
../ DO YOUR BEST
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SUMMARIZATION TECHNIOUES
SIP should be used during the time students are reading an expository or narrative
text.
Lesson Plan Title: Summarize, Image Predict (SIP)- An Active Reading
Comprehension Strategy During the Reading Process.
Learning Goals:
1. Students will be able to summarize paragraphs.

2. Students will be able to create an image based on what is read.
3. Students will stay actively engaged in reading material, by offering suggestions of
outcomes (predictions).

EALR # 2: The student demonstrates the meaning of what is read.
Component 2.1: Demonstrates evidence of reading comprehension.
Materials: Paper, pencils, text, 3 colored pencils (of student's choice), post-it notes
Anticipatory Set: "Sometimes, it is hard to stay focused on what we are reading.
Today's strategy is called the SIP strategy. It will help us stay focused when we read
about new information that we may not be particularly interested in. This strategy is
also useful when we are reading stories from our basal readers."

Procedures:
1. Presentation of SIP Strategy
Q

This strategy needs to be introduced as a strategy that students should use during
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reading.
CJ

It helps students focus on material that is presenting difficult information.

CJ

It helps student summarize parts of narrative text.

CJ

This strategy needs to be modeled with the students and practiced with the
students before students attempt the strategy independently.

2. Summarize (S)
CJ

Divide the reading material into chunks, based on headings, subheadings, and
paragraphs.

CJ

Place two post-it notes next to each section that will be summarized.

CJ

Use the 'paragraph shrinking' technique to create a summary sentence for each
paragraph.

CJ

Write the summary sentence on one of the post-it notes that are placed next to
each paragraph.

3. Image (I)
CJ

Go back and reread the paragraph. Take three colored pencils, or just a pencil,
and sketch a 'one minute' picture that will help you remember what the paragraph
was about. This should be done quickly.

4. Predict (P)
CJ

Have students make a brief prediction after each paragraph (if narrative text is
being read).

CJ

Have students predict expository text (if appropriate) or have them rephrase the
paragraph, using their own words.

f

'\
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5. Conclusion

o Allow students to share post-it note sentences in a small or large group.
Adapted from Dana, 1989
Lesson created bv Amzela Erin Hinkle
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SIP IT UP DURING
READING!
Summarize
~ Divide

the text into smaller chunks.
~ Make a summary sentences for each
chunk.

Image
~Try to imagine what you are reading.
~ Draw a quick sketch of a paragraph
to remind you of what you read.

Predict
~ What

do you remember reading?
~ What do you think will happen next?
Created By Angela Erin Hinkle
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VOCABULARY INSTRUCTION
KEYWORD VOCABULARY INSTRUCTION should be used to help students
retain new vocabularl'. word meanings.
Lesson Plan Title: Kel'.word Vocabularl'. Instruction
Learning Goals:
1. Students will increase their abilities to recall meanings of new vocabulary words.

2. Students will be able to comprehend sentences with new vocabulary words.
EALR # 1: The student understands and uses different skills and strategies to read.
Component 1.2: Use vocabulary (word meaning) strategies to comprehend text.
Materials: 8xll index cards, magazines, clipart pictures, colored pencils, pencils, paper
IJ

Teachers should use these materials ahead of time to create 5 vocabulary cards
per small group. This strategy works best for nouns, but can work for adjectives,
and verbs as well.

IJ

The procedures that are outlined below are an example of how the strategy may
be used. The teacher is going to have to modify the strategy depending on what
desired vocabulary words to be learned are.

IJ

Time will need to be taken to find pictures from magazines, or clipart that match
up with the vocabulary words. If pictures can't be found easily, then draw
pictures.

IJ

This task takes creativity from the teacher, as well as time. This strategy is an
outline of an adaptation that may be applied to most vocabulary curriculums.
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Anticipatory Set; "Today, we are going to learn some vocabulary words from our
textbooks. We are going to be learning 5 new words. You are going to be able to
learn the words easier and quicker, because I am going to be giving you a 'cheat'
word to remind you of what the word means. This is going to be fun, because we are
going to be working with partners."
Procedures:
1. Practice reading the following words out loud, until students can fluently read the

words.

o Ally
o Peninsula
o Estate
o Dynasty
o Generation
2. In small groups present the word by restating the definition on the card.
o Wouldn't it be fine to dine with a family of rulers? Dynasty is a long line of rulers
from the same family. (Dynasty)
o A farm is in a state and it has a lot of land. An estate is a large piece of land.
(Estate)
o

Ray and his gang are in the same generation. They are around the same age
(Generation)

o Throw a penny in the water and make a wish. Penny in the water. Peninsula is a
chunk of land that has water around 3 sides. (Peninsula)
105
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o

Al doesn't lie, which makes him a good friend. An Ally is a friend that is on your
side. We know that good friends don't lie! It can also be a country that is on your
side during a war. (Ally)

3. Next, Present each of the vocabulary words, similar to the descriptions above.
4. Introduce all five cards in the same session.
5. After students are familiar with the definitions, fold back the definitions, show
them the picture, tell them the vocabulary word and ask them to retell what the
word means.
6. Once students can retell the meaning of the word, only by looking at the picture,
then have them quiz each other in small groups.
7. Eventually the pictures may be faded out.
8. Once students have mastered the meaning of the vocabulary word, put it on a

word wall or in a file box, that kids can refer to.
Adapted from Condus, Marshall, Mille, 1986 & Mastropieri, Scruggs, Levin, Gaffney,
McLoone, 1985
Lesson created by Angela Erin Hinkle
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DYNASTY

(dine with the fine)

A long line of rulers from the same family

C

ESTATE

(farm in a state)

A large piece ofland
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GENERATION (Ray and the gang) A group of people born at about the same
time; also, a period of about thirty years.

C

PENINSULA (throw a penny in the water)
three sides by water

Any piece of land surrounded on

(
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ALLY
war

(Al doesn't lie)

A friend or companion; a country on the same side in a

Examples Created By Angela Erin Hinkle. Definitions Derived from Holt &
0 'Con110r, (1985)
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VOCABULARY INSTRUCTION
SEMANTIC MAPS are diagrams or depictions of concepts that help children see
how words relate to each other and should be used for expository/narrative
vocabulary instruction.
Lesson Plan Title: Semantic Mapping Instruction For Comprehension of New
Vocabulary Words
Learning Goals:
1. Students will improve their abilities to relate familiar words to new words.
2. Students will improve their abilities to connect prior knowledge to new
knowledge.

EALR # 1: The student understands and uses different skills and strategies to read.
Component 1.2: Use vocabulary (word meaning) strategies to comprehend text.
Materials: Graphic organizer 4 OR blank sheets of paper, pencils, markers
Anticipatory Set: "Before we begin reading chapter 3, we are going to go over some
tough words that we may find in our text. It is important that we know what these
words mean, so that we can understand what we are reading."

Procedures:
1. Introduce new vocabulary words before reading text, by practicing pronunciation
2. For each vocabulary word: Orally use the word in five different sentences.
3. Present the vocabulary word as a question with a yes or no answer, to check for
comprehension. Example: would I be 'intrigued' if I were interested in
110
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something? Would water 'evaporate' if I left a glass of water out for a few days?
4. Next, provide students with synonyms for each vocabulary word. If synonyms
are not appropriate, then provide students with phrases that will remind student of
what the word means. If that is too complicated, provide students with a quick
sketch that will remind students of the words meaning.
5. This should all be documented in a visual way, such as using an overhead
projector, or whiteboard.
6. Next, provide students with an outlined semantic map such as graphic organizer 4.
When students become familiar with learning vocabulary in this way, then they
may be given blank pieces of paper to create their own semantic maps.
7. Have students use the semantic map to write synonyms, or pictorial
representations of the word.
8. Have students write a sentence using the word. Then have students share
sentences orally in small group.
Adapted from Feldman, 2005
Lesson created by Anf!ela Erin Hinkle
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Graphic Organizer 4 - Semantic Mapping Instruction
Created By Angela Erin Hinkle

SENTENCE

I

NEWWORD

I

I

DEFINITION

PICTURE

I

I

SYNONYM
WORD WHEEL
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VOCABULARY INSTRUCTION
SFA should be used to help student compare and contrast relationships between
vocabular)'. words and major concepts from expositor)'. text.
Lesson Plan Title: Semantic Feature Anal)'.sis (SFA)- Comparing and Contrasting
Learning Goals:
1. Students will be able to indicate similarities among concepts regarding new

vocabulary words.

2. Students will be able to indicate differences among concepts regarding new
vocabulary words.
3. Students will be able to predict relationships among concepts and vocabulary

words.
4. Students will be able to discover word meanings through context.
EALR # 1: The student understands and uses different skills and strategies to read.
Component 1.2: Use vocabulary (word meaning) strategies to comprehend text.
Materials: Grid or chart with concepts at the top, and vocabulary words on the side,

pencils, books small red chips, small green chips
NOTE:
0

The charts and tables for this strategy need to be made ahead of time. Each chart
will be different depending on what major concepts are being taught are, and what
the vocabulary words are.

Anticipatorl'. Set: "Today we are going to be learning similarities and differences
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among the two major concepts in chapter __. I will be giving you six new
vocabulary words from these concepts. It will be up to you to find these similarities
and differences. After we go over the new vocabulary words, we will be using these
red and green chips to place them on a chart. We will be making predictions about
how we think things will relate to one another."
Procedures:
1. Introduce what two concepts are in the chapter before students read the chapter.

2. Introduce the vocabulary words similar to this Example:

o

Concepts: Things that float, Things that sink.

o

Words: granite, platinum, corkboard, slate, wood, hard plastic

o

Go over the meanings of each vocabulary word, until students are able to identify
what they are. Objects may be used to show students what they are, if
appropriate.

3. Before students read the selection, provide them with a chart or graph, similar to

the one attached.
4. Give students green chips and red chips (poker style chips). Green represents one

concept (floating), while red represents the other concept (sinking).

5. Have students predict what each object (vocabulary word) will do. Will it sink?
Or will it float? Have students use the chips and place them in the squares to
make predictions.
6. Have students read the selection and find out if their predictions were accurate.

Then provide students with pencils to mark the tables indicating the outcome.
114

115

7. If applicable (probably for science) demonstrate what objects sink or float.
8. If not applicable review the meanings of the vocabulary words and discuss the
concepts. Discuss similarities between the concepts as well as differences.
Adapted from Vacca & Vacca, 2005 and Reutzel & Cooter, 1996 and Bos, Anders, Filip
& Jaffe, 1989

Lesson created by Angela Erin Hinkle
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FLOAT

SINK
Platinum

Slate

Wood

Granite

Corkboard

Hard plastic
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Chapter Five
Summary, Recommendations and Conclusions
Summary

Graphic organizers are useful tools that allow students to visually see pictures or
graphics that represent their comprehension and knowledge regarding material read.
Graphic organizers include semantic word maps, cognitive maps, framed outlines, story
maps, and Venn diagrams. There are also many research-based strategies that have
helped students with disabilities be successful readers. Strategic reading techniques are
often paired with mnemonic devices so that students can better retain the strategy. These
strategies include but aren't limited to: SCAN & RUN, PSRT, and CSR.
There are also useful ways that teachers can assist students with learning
disabilities, when they are asked to summarize what they read. Summarization
techniques include direct instruction, self-monitoring, and paragraph shrinking. RAM,
SIP, RIPS, and EEEZ summarization strategies can also be used to help students
summarize by preparing them to read, providing them strategies to use to check their own
comprehension, as well as give students the tools they need to analyze what has been
read.
Teaching students vocabulary is part of many general education curriculums.
Vocabulary should be taught interactively and as visually as possible. This can be
achieved by teaching keyword instruction, cognitive strategy instruction, SFA, direct
instruction, and constant time delay. It is important to teach vocabulary to students with
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learning disabilities in a direct instruction format, in a visual format, and in a content
related format.
This project curriculum has integrated many different aspects of learning that
can be used with a variety of general education curriculums. When a strategy has
actually worked well for a student, then the curriculum has been accommodated to fit
their individual needs. These strategies come from best-researched practices when
teaching students with learning disabilities to read.

Recommendations
It is strongly recommended that this curriculum project be used with an existing

curriculum that relies on expository text to teach new facts and concepts to students. This
curriculum project is based on research conducted on students with learning disabilities.
However, it is also recommended that the use of this curriculum may also be presented to
any student who is struggling to comprehend expository and narrative text. It is
suggested that this curriculum project be used with students who can read fluently at
grade level or one or two years below grade level.

Conclusion
Even though the State of Washington is able to classify students into the
category of 'learning disabled' it is not that easy for a teacher to justify using the same
curriculum for all students with learning disabilities. Educators as a whole like to use
materials that involve as little preparation as possible. However, students with learning
disabilities require much more individualized instruction with individualized lesson
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plans. This project curriculum can provide teachers with the tools needed to introduce
reading comprehension strategies to students who struggle to comprehend.
Special education teachers need to continue to search for teaching tools that fit
individual needs of students. This project curriculum has utilized many research-based
strategies for students with learning disabilities. If this project curriculum can provide
teachers with at least one solid strategy that one individual student will need in order to
become a successful reader in life, then it has served a valuable purpose.
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